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Stages of Reading Comprehension



Stages of Reading Development:
Jeanne Chalt

Stage Q. Prereading: Birth to Age 6. The prereading Stage is where the learner grows in their
contrel of language, both semantics and syntax. The child is increasing their conceptual knowledge
and beginning o develop an understanding of the world around them. The learner relies on their
non-visual information and contextual knowledge to begin reading. During this emergent stoge the
child relies heavily on the contextual information provided by the pictures in the text and by the
way the story mimics the spoken language and highly predictable language. The learner during this
stage uses logographic information to make guesses about words, The learner also begins to develop
insights into the nature of words and begins to realize that words are made up of sounds, and that
some of these words have the same beginning and ending sounds. This phonetic-cue phase of reading
development helps the child begin to recognize rhyme and ciliteration. For the reader to be
successful at this stage of fearning they need fo have many learner centered activities that
enceurage the learner to experiment with language and to have an opportunity to make the
connection between Their nonvisual information and the visual information of the text. A top down
approach to teaching reading, which follows a whole language model of reading, has shown positive
gains in reading performance for the stage O reader.

Stage 1. Initial Reading, or Decoding Stage: Grades 1-2.5, Ages 6-7. Once the fearner is successful
in stage O and has progressed from The phonefic-cue phase of reading and is becoming more aware
of fetter/scund relationships the learner has now progressed inte the cipher phase of reading and
is a Stage 1 reader. During this Stage, the reader often relies heavily on the text and focuses
attention on visual information. The child begins giving fo print and sounding out words. Even werds
that were easily recognized in stage O may now be sounded out by the stage 1 reader. The Stage 1
reader is attempting to break the code of print. They realize that letters and letter combinations
represent sounds, They also become aware of vowels and vowel socunds. To this child deceding is
extremely important. A bottom up approach to teaching reading may be more appropriate for this
Stage of development. Teacher directed modeling and instruction on the aspects of decoding is
crucial during this stage. This is the one stage where whole language may not be the best approach
for the instruction of reading

Stage 2. Confirmation, Fluency, Ungluing from Print: Grades 2-3, Ages 7-8. The job of the teacher
is to keep the learner in perpetual forward movement. Once the child has become successful at the
aspect of decoding it is time to progress forward. No teacher desires a child to be a werd caller, or
a reader who glues fo Texf. A good reader is a fluid reader, who automatically decodes words, thus
freeing up attention for higher levels of comprehension and meaning. As the child progresses
through stage 1 they acquire orthographic knowledge of words. They recognize patterns of words
and reach a level of automaticity in word recognition, This new found ability enables the reader to
become more fluent. Chall often refers to this stage as "more of the same”. In other words the
learner needs the cpportunity 1o hone the skills of reading in comfortable text and comfortable
reading situations. Recreational reading that encourages safe fluent reading. Carver calis this area
of reading, rauding. This stage is not for gaining new information or using reading to fearn, but it is
used to gain confrol of reading so that when they become stage 3 readers they will be able to use
the tool of reading to successfuily gain knewledge, Once again the reading emphasis switches toa
more whole language approach. The learner should be given the oppertunity to read many familiar



texts. The greater the amount of practice and the greater the immersion, the greater the chance
of developing the fluency with print that is necessary for the more complex nature of reading to
fearn.

Stage 3. Grades 4-8, Ages 8-14: Reading for Learning the New. Stages O-2 are considered the
developmental stages of reading, "Learning to Read". Stage 3 however is associated with confent
area reading, or "Reading to Learn", Now the reader must use reading as a tool for acquiring new
krowledge, Before the child entered stage 3 of reading the child relied on the environment or the
spoken word fo acquire new knowledge, but as the child enters stage 3 he/she must use reading to
gain novel information. Stage 3 is also characterized by the growing importance of word meaning,
nrior knowledge and strategic knowledge. In order fo acquire new information the learner must
bring previous knowledge and experiences fo their reading. The reading in this stage is essentially
for facts and the reader typically comprehends from a singular viewpoint, Reading during this stage
is seen to be both top-down and bottom-up. Students need direct instruction, not necessarily in the
aspect of decoding, but in strategy activation and selection as well as comprehension monitoring,
Many teachers make the false assumption that just beccuse the learner has learned how to read
narrative text, this ability will transfer over to successful reading or expository text and reading
to fearn,

Stage 4. Multiple Viewpoints: High School, Ages 14-18. The essential difference between the Stage
3 reader and the Stage 4 reader is that the Stage 4 reader begins dealing with learning from
multiple viewpeints. The successful Stage 3 reader grows in their ability to analyze what they read
and react critically to the different viewpoints they encounter. When the learner becomes
successful with this type of critical comprehension they have progressed from Stage 3 to Stage 4.
Stage 4 recders are able to deal with layers of facts and concepts and have the ability to add and
delete schema previously learned. This essential as the learner now inferacts with more complex
texts that share muitiple views and concepts.

Stage 5. Construction and Reconstruction - A World View: Coliege, Age 18 and Above, Upon the
arrival into Stage 5 of reading the student has learned to read certain books and articles in the
degree of detaif and completeness that one needs for one's purpose. A Stage 5 reader knows what
not to read, as weli as what to read. During Stage 5 the reader has acquired the ability to construct
knowledge on a high level of abstraction and generality and to create one's own "truth” from the
“truth” of others. The more the learner is immersed into one’s domain the more conceptual
knowledge the reader has obtained, With this sophisticated level of domain specific knowledge the
more critical the reader can become. They now have the ability To synthesize critically the works of
others and are able to form their own educated stance on the subject.

http://filebox.vt. edu/users/wnichols/roancke/Chall_himi



Teaching Reading to First-Level Adulis
Emerging Trends in Research and Practice

by Judith A. Alamprese

Reading has always been a fundamental concept taught in adult basic
education (ABE). The methods and contexts for reading instruction, however,
have varied over time according to practitioners’ theoretical perspectives
and belief systems about the reading process. For example, the teaching of
reading often has been imbedded in instructional content rather than
addressed as a discrete skill Because of the variations in instructional
approach, it sometimes has been difficult fo discern the extent fo which
reading is being taught in ABE programs.

The past five years have witnessed a national call to improve the teaching of
reading in elementary education. Reading is now a priority in key education
legislation, such as the Reading Excellence Act and Title 1 of the Elementary
and Secondary Education Act. It has been the subject of research
syntheses sponsored by the US Department of Health and Human Service's
National Institute on Child Health and Human Development in conjunction
with the US Department of Education (DOE). Reading instruction is also one
of the key areas under program quality in the Adult Education and Family
Literacy Act (AEFLA) of 1998.

ABE practitioners’ concerns center on teaching reading to first-level
learners, generally are defined as those scoring at a O to 6th grade
equivalent on a standardized reading test or at Level 1 on the National Adult
Literacy Survey. First-level adults enter ABE programs with a range of
reading skills. This variation in abilities sometimes poses challenges for
instructors. The enrollment of first-level learners in ABE programs remains
constant: about 17 percent of those participating in programs funded under
the Adult Education and Family Literacy Act (US Department of Education,
1999). ABE practitioners have voiced a desire to learn about effective
instructional methods for them. Furthermore, as states implement the
National Reporting System for ABE accountability, ABE staff at all levels
have a need to understand the amount of improvement it is reasonable o
expect from a first-level learner over a specified time. All of these
circumstances have led to the teaching of reading emerging as critical topic



in ABE, particularly as a focus for staff development and program
improvement,

Emerging Research on Adult Reading

The literature on teaching reading to children is extensive, but few national
studies have examined effective strategies for reading instruction with
adults. Most studies on adult reading have been small in scale and descriptive
in design. As a result, few empirical data exist about the particular
instructional approaches that are associated with reading improvement in
adults. To address this gap, the US DOE funded two national studies on reading
for adults: the Evaluation of Effective Adult Basic Education Programs and
Practices, conducted by the research firm Abt Associates Inc.; and the
What Works Study of Adult English as a Second Language Programs,
undertaken by the American Institutes for Research. The National Center
for the Study of Adult Learning and Literacy (NCSALL) is also studying the
instructional strengths and needs in reading of adults enrolled in ABE and
English for speakers of other languages (ESOL) classes.

Key Issues

Although not based on research on adults, the syntheses presented in the
report prepared by the National Reading Panel (2000) provide a useful
perspective for understanding key issues in reading instruction. Taking into
account the work undertaken by the National Research Council Committee —
Preventing Reading Difficulties in Young Children (Snow, Burns, & Griffin,
1998) — National Reading Panel research syntheses examined how critical
reading skills are most effectively taught and the instructional methods,
materials, and approaches most beneficial for students of varying abilities.
The Panel examined three topics in reading: alphabetics (phonemic awareness
and phonics instruction), fluency, and comprehension (including both
vocabulary and text comprehension instruction). The implications of the
Panel's report for teaching adults are that direct instruction on these fopics
may be beneficial to first-level adult learners, and that teachers must
understand adults’ relative strengths in these areas prior to beginning
instruction. A recent review of the literature on adult reading research
(Venezky et al., 1998) supports these findings.

(R



Questions for ABE

The emerging research on K-12 reading raises issues for teaching first-level
adult learners. Will adults be receptive to being taught with a direct
instruction method? How much emphasis should be placed on each of the
key reading areas? How can adult text materials be incorporated into
instruction focused on these reading areas? These questions and others
concern instructors as they consider using research in refining their
practice. One source of forthcoming information about these questions is
Abt Associates’ study of reading instruction for first-ievel learners, which is
attempting to answer two critical questions:

»  How much do first-level adult learners who participate in ABE
programs improve their reading skills and reading-related behaviors
after participation?

= How are adults’ personal characteristics, as well as the operational
and instructional characteristics of ABE programs, related fo the
amount of improvement in reading skills or reading-related behaviors
among first-level learners?

Studying Direct Instruction

We are attempting to answer the fundamental question of whether adults
improve their reading skills as a result of attending ABE programs by
examining ABE programs serving English-speaking, first-level learners in
reading classes across the country. Our study is also investigating factors
that may be associated with learners’ improvement: their persondl
background and prior experience in education and work; the amount that
they participate in instruction; the type of reading instruction that they
receive; and the characteristics of the ABE program in which they
participate.

While learners' background and amount of the instruction they receive are
factors often examined in research, the operation of an ABE program is a
new area of inquiry. We are attempting to address the gaps of previous
studies of adult education programs, for example, National Evaluation of the
Adult Education Program (Young, et al., 1994), the Evaluation of the Even
Start Program (St. Pierre et al.,, 1995), and the Evaluation of the National
Workplace Literacy Program (Moore et al., 1998). These examined the
impact of ABE programs but did not develop in-depth encugh information



that allows us to understand the instructional and organizational approaches
that local ABE programs use to administer services and produce learner
outcomes.

Our assumption is that while quality instruction may be necessary for
learners to improve, it may not be sufficient to address all of the needs that
adult learners bring to the instructional setting. We are studying the
instructional leadership that programs provide, the background and
experience of instructors, the types of learner assessment that are used,
and the support services that programs provide to learners. Our intent is to
develop a better understanding of the ways in which ABE programs can both
organize reading instruction and provide the resources to foster
participation.

In selecting ABE programs and classes for our study, we are targeting

" programs of fering reading instruction that is organized and structured and
taught by individuals with training and or exfensive experience in reading
instruction. Since prior research (e.g., Young et al., 1994) has indicated that
instruction in ABE often is not organized or systematic and thus may not
contribute to learner outcomes, our approach has been to exclude programs
that would not provide a good test of the study's questions. We also want fo
determine the extent to which teachers’ prior experience or training
contributes to learners’ growth.

Tn our initial analyses of five ABE programs, we found structured, organized
classes where reading is taught explicitly and includes activities aimed at
developing phonemic awareness as well as fluency and comprehension. The
amount of time spent on these topics varies with the level of the learners.
Classes for learners at the O to 3rd grade equivalent level spend more time
on phonemic awareness and phonics than classes for learners at the 4th to
6th grade equivalent level. The instructional content moves in a sequence. An
attempt is made to build vocabulary with words from the text used in
developing reading comprehension. Reading passages used in comprehension
exercises are selected for high relevance to adults and are appropriate for
the learner's reading level.

Observations of classes indicate that instructors monitor learners by moving
around the room to make sure that they are on task and providing feedback



by correcting a mistake when it is made. Teachers foster high learner
engagement by involving all participants in the class, by having learners take
turns working at the board to complete exercises, and by encouraging all
learners’ participation in discussion.

To provide opportunities for learners to practice the knowledge and skills
that they are learning, feachers use exercises to guide learners in
developing their reading skills. They use a variety of learning modalities,
including oral reading, the completion of exercises on the board, and group
recitation, They also have learners complete out-of-class assignments.
Instructors gives concrete feedback: offer verbal praise when a learner
gives a correct response or demonstrates initiative; encourage self-
monitoring by pointing out specific strategies; and elicit verbal praise from
other learners. In addition, teachers attempt to involve all participants by
asking frequent questions, calling on learners by name, having learners take
turns in oral reading, providing responses to learners’ written exercises,
asking learners fo volunteer to participate in class exercises, and providing
opportunities for learners to ask questions in class.

The instructors organize their reading instruction into a series of exercises
or activities. They have an overall plan for the semester, Yerm, or session,
and their instructional activities follow a sequence based on the reading
framework that they are using. Those who have been trained in reading
instructional approaches such as the Slingerland Approach, the Wilson
Reading System, and the Lindamood-Bell Learning Process are likely to adapt
lesson plans these training programs provide. Other ABE teachers create
Their own lesson plans, which include instruction on the reading components
{e.g., word analysis and word recognition, vocabulary development,
comprehension development) in various amounts of time and sequence. The
emphasis on any one reading component depends on learners’ reading level
and specific instructional needs. In carrying out these lessons, instructors
use a variety of materials, including those produced by the reading programs
noted above, as well as commercially produced materials, artifacts such as
the newspaper, and exercises they create. The classes are based on a
predetermined set of activities that may vary depending on learners’ pace
and progress (Alamprese, 2001).



Learners' Perspectives

Adults participating in the study are asked to describe which aspects of the
instructional process facilitate or impede their learning as well as their
perceptions of their experience in the ABE program. Participants in the first
group of five ABE programs have cited the pace and structure of teaching,
the repetition of content, the feedback provided to them, and instructors’
personal interest in their well-being as important factors affecting their
learning. These adults also have a high rate of attendance (67 percent), and
many have enrolled in more than one term or semester in the program.
Overall, they assess their experience in the reading classes as positive,
productive, and motivating (Alamprese, 2001),

Conclusion

The instructional methods used by teachers in the first group of programs
in this study are consistent with the research reported by the National
Reading Panel and the synthesis of reading produced by Venezky and
colleagues. Since the data collection is not yet complete, an analysis of the
relationship between these methods and learners’ capacity to improve their
reading skills is not yet available. The study is scheduled for completion in
2002, when the final results will be available. In the inferim, however, the
trends in instruction that are being documented in the study offer some
insight into current reading instructional practices that are of interest to
teachers serving first-level learners and who are interested in of fering
group-based instruction,

References

Alamprese, J. A. (2001). Strategies for Teaching Reading to First-Level ABE
Learners, Presented at the 2001 Commission on Adult Basic Education
(COABE) Conference, Memphis, TN.

Moore, M.T., Myers, D., & Silva, T., with assistance from Judy A. Alamprese
(1998). Addressing Literacy Needs at Work Implementation and Impact of
Workplace Literacy Programs: Final Report. Washington, DC: Mathematica
Policy Research Inc.

National Reading Panel (2000). Teaching Children to Read: An Evidence-
Based Assessment of the Scientific Research Literature and I'ts
Implications for Reading Instruction Bethesda, MD: National Institute on
Child Health and Human Development.






Snow, C.E., Burns, S.M., & Griffin, P. (eds.). (1998). Preventing Reading
Difficulties in Young Children. Washington, DC: National Academy Press.

St. Pierre, R, Swartz, J., Gamse, B., Murray, S., & Deck, D. (1995). National
Evaluation of the Even Start Family Literacy Program. Final Report
Cambridge, MA: Abt Associates Inc,

US Department of Education (1999). Adult Education: Human Investment
Impact, 1994-1998. Washington, DC: US Department of Education,
Venezky, R., Oney, B, Sabatini, J., & Richa, J. (1998). Teaching Adults to
Read and Write: A Research Synthesis. Bethesda, MD: Abt Associates, Inc.
Young, M.B., Morgan, M., Fitzgerald, N., & Fleischman, H. (1994). Mationa/
Evaluation of Adult Education Programs: Draft Final Report. Arlington, VA:
Development Associates.

About the Author

Judith A. Alamprese is an educational researcher with Abt Associates, in
Washington, DC. She has worked closely with many states, including
Connecticut and Pennsylvania, on adult education change initiatives, and has
conducted a variety of studies of ABE over the past 15 years.



Technigues for Teaching Beginning-Level Reading to Adults

by Ashiey Hager

I have been teaching beginning-level reading (equivalent to grade 0-2) at the
Community Learning Center in Cambridge, MA, for the past eight years. The
majority of students in my class have either suspected or diagnosed reading
disabilities (dyslexia). The difficulty they experience learning tfo read is as
severe as the urgency they feel about mastering the task. One of my students,
a former Olympic athlete, had to turn down a job of fer as a frack coach
because of his inability to read the workout descriptions. He describes his life
as 'an ice cream that he is unable to lick.”

Little research is available on the most effective methods for teaching
reading to beginning-level adults. My continuing challenge has been to
determine how reading acquisition research conducted with children can be
applied to teaching reading to adults. In this article, I describe the |
technigues T have found most useful; T hope other teachers working with
beginning readers will find them helpful.

Qur Class

This year our class includes nine students: six men and three women. Three
are from the United States, five are from the Caribbean, and one is from
Ethiopia. Their ages range from late 20s to late 50s and all are employed.
Their educational experiences range from completing four to 12 years of
school; one student has a high school diploma. One student has documented
learning disabilities (LD). Students typically enter my class knowing little
more than the names of the letters and a handful of letter sounds. They are
usually only able to write their name and, in most cases, the letters of the
alphabet. However, one student had never held a pencil before he entered
my class. '

Typical Lesson Plan for a Three-Hour Cia;s
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Our class meets two evenings a week for three hours each evening. Because
skilled reading depends on the mastery of specific subskills, T find it helpful
to teach these explicitly. T organize the class into blocks of time in which,
with the help of two volunteers, I directly teach eight components of
reading: phonological awareness, word analysis, sight word recognition,
spelling, oral reading for accuracy, oral reading for fluency, listening
comprehension, and writing, These components embody the skills and
strategies that successful readers have mastered, either consciously or
unconsciously. My curriculum alse includes an intensive writing component,
Over the last 30 years, a significant amount of research has compared the
effectiveness of different approaches to teaching beginning reading to
children. It consistently concludes that approaches that include a
systematically organized and explicitly taught program of phonics result in
significantly better word recognition, spelling, vocabulary, and
comprehension (Chall, 1967 Curtis, 1980; Stanovich 1986, Adams, 1990;
Snow et al., 1998). For this reason, I directly teach the structure of the
English language using a phonics-based approach.

I draw from a number of phonics-based reading pregrams, including the
Wilson Reading System, the Orton-Gillingham System, and the Lindamood-
Phoneme Sequencing Program (LiPS; see the "Blackboard” on page 31 for
contact information). The Wilson Reading System is a multisensory, phonics-
based program developed specifically for adults. Unlike phonics-based
programs for children, the Wilson system is organized around the six
syllable types, which enables even beginning level adults to read works with
somewhat sophisticated vocabulary (see the box on page 4 for the six
syllable types). The Orton-Gillingham program is a phonics-based program



similar o the Wilson Reading System but designed for dyslexic children.
Students learn about syllables much later in the program. T find particularly
helpful the Orton-Gillingham technigue for learning phonetically irregular
sight words. The LiPS Program is useful for helping students acquire an
awareness of individual sounds in words. This ability, referred fo as
phonemic awareness, is a prerequisite for reading and spelling.

Phonological Awareness

Phonological awareness, which involves the ability to differentiate and
manipulate the individual sounds, or phonemes, in words, is the strongest
predictor of future reading success for children (Adams, 1995). No research
exists that describes the affects of phonological awareness on reading for
adults. However, T have found that teaching phonological awareness To my
beginning-reading adults significantly improves their reading accuracy and
spelling, especially for reading and spelling words with blends.

Three phonological tasks that I use with my students, in order of difficulty,
are auditory blending, auditory segmenting, and phonemic manipulation.
Auditory blending involves asking students fo blend words that the teacher
presents in segmented form. For example, T say “/s/-/p/-/\/-/a/-/sh/" and
the students responds with "/splash/.” Auditory segmenting is exactly the
opposite. I present the word “/sprint/" and the student must segment the
word into its individual sounds “/s/-/p/-/r/-/i/-/n/-/t/ " Phonemic
manipulation, which is the strongest predictor of reading acquisition, is also
the most difficult. The student must recognize that individual phonemes may
be added, deleted, or moved around in words.

The following exchange is an example of a phonemic manipulation fask. I ask
the student to repeat a word such as "bland.” Then I ask the student to say
the word again, changing one of the phonemes. For example, "Say it again
without the "/I/." The student responds with “/band/." While phonolegical
awareness does not include the student's ability to associate sounds with
letter symbols, and tasks are presented orally, the research concludes that
the most effective way to promote phonemic awareness is in conjunction
with the teaching of sound-to-symbol relationships (Torgesen, 1998).



Word Analysis

Word analysis, or phonics, involves teaching the alphabetic principle:
learning that the graphic letter symbols in our alphabet correspond to
speech sounds, and that these symbols and sounds can be blended
together to form real words. Word analysis strategies enable students to
“sound out" words they are unable to recognize by sight. Explicit, direct
instruction in phonics has been proven to support beginning reading and
spelling growth better than opportunistic attention to phonics while reading,
especially for students with suspected reading disabilities (Blackman et al.,
1984; Chall, 1967, 1983). Beginning readers should be encouraged to decode
unfamiliar words as opposed to reading them by sight, because it requires
attention to every letter in sequence from left to right. This helps to fix the
letter patterns in the word in a reader’s memory. Eventually, these patterns
are recognized instantaneously and words appear to be recognized
holistically (Ehri, 1992; Adams, 1990).

T use the Wilson Reading System to teach phonics because the six syllable
types are introduced early on. This enables even beginning-level adults to
read words that are part of their oral vocabulary and overall cognitive
abilities. After learning the closed syllable rule, for example, students are
able to read three-syliable words such as "Wisconsin,” "fantastic,” and
"Atlantic.” Reading muitisyllabic words provides my students, who have
acquired a history of reading failure, with an unexpected sense of
accomplishment and opens possibilities for them. Recognizing syllable types
is important because the syllable pattern determines the sound of the vowel
and how the word must be pronounced.

Syﬁlable Types

5VLLA BLE WPE DESCRIPTION

Closed Syllable (vc/cv) - one vowel per syllable

- ends with one or more consonants
‘=~ the vowe! has a short sound

i examp/e pit, baTh Spicsh mitten

Vowel-Consonant-e - one vowel then a consonant, Then
Syllable (vce) ane
- the first vowel has a long sound




~ the e is silent
- example: hope, mine, bedtime

Open Syllable (v/cv), (ve/v) - one vowel
|- ends with the vowel
i~ vowel has a long sound

| example: me, so, flu, why

R-Controiled Syllable - one vowel, followed by an r

| 1 - vowel sound is neither short or long

<~ vowel sound is controlled by the r

- /ar/ as in"car,” Jor/ as in "Ford," / er/,
1/ir/, /ur/ all sound alike as in “her,” “bird "

“church”
The Consonant-LE Syllable - has three letters: a consonant, an
"1 and an "e”
i~ the e is silent
|- the consonant and the "l" are
i blended together
L example: little, grumble, table
| The Double-Vowel Syllable - two vowels side-by-side making one

- sound

|- usually the first vowel is long, and
| the second is silent

example: maid, may, leaf, seen, pie, goat

Credit: Wilson Reading System

T have found that the Wilson Reading System Sound Tapping technique is a
particularly effective way to teach decoding. In this technique, each sound
in a word is represented by one tap. Students tap the first sound with their
index finger and thumb, the second sound with their middle finger and
thumb, the third sound with their ring finger and thumb, etc. If the student
runs out of fingers, he or she returns to the index finger, Digraphs — two
letters that make one sound (/sh/, /ch/, /th/, /ck/, /ph/) — are
represented with one tap. Example: bed = 3 sounds, 3 taps; shed = 3 sounds,
3 taps; stint = 5 sounds, 5 taps. This technigue helps students to hear all the
sounds in a word.



"Sight Word" Recognition

Since many of the words that appear most frequently in print are
phonetically irregular, even beginning readers must learn to recognize some
words by sight. Students with reading disabilities have typically relied
almost entirely on their ability to memorize words. In most cases, however,
their strategies for remembering the way words look in print have proved
ineffective. I have experienced some success in teaching sight words using
the Visual-Auditory-Kinesthetic-Tactile (V-A-K-T) method that is part of
the Orton- Gillingham program. The VAKT method, which emphasizes
memorization through visualization, involves asking the student to say the
name of each letter in a word and to trace each letter with his or her finger
in the air before covering the word and attempting to spell it on paper. The
VAKT method may be used fo help students with both The reading and
spelling of phonetically irregular words. To avoid unnecessary frustration, it
is best to tell beginning readers which words they should decode and which
words they must recognize by sight.

Spelling

Spelling is an effective way to reinforce both word analysis skills and
automatic word recognition. Research consistently indicates that fluent,
skilled readers (both children and adults) make use of spelling patterns when
they read and, conversely, reading itself reinforces knowledge of spelling
patterns (Adams, 1995). Spelling for practicing word analysis skills and
spelling for promoting word recoghition (usually of phonetically irregular
words), however, involve different tasks and call for different teaching
techniques. The VAKT method, described earlier, is a process for feaching
learners how to spell phonetically irregular words, When dictating
phonetically regular words, include only those words that include letter
sounds and spelling rules that have been taught directly.

An especially effective technique for the spelling of phonetically regular
words is the LiPS technique. This involves asking students fo put down a
poker chip for each sound they hear. After identifying the correct number
of sounds in the word, students locate the vowe! sound and place a
different-colored chip over the chip that represents the vowe! sound. Only
after they have identified the sounds and isolated the vowel sound are
students asked to select the letter symbols that represent the sounds in
the word. This places a lighter burden on short-ferm and working memory.



For beginning-level readers who are native speakers of English, it is
important to include nonsense words as part of dictation practice. Nonsense
words require the student to use word attack strategies as opposed to sight
recognition,

Oral Reading

Oral reading builds accuracy and fluency, both of which contribute to
improved reading comprehension. It is also the most practical way for me to
monitor a student’s progress. It gives a student an opportunity to practice
applying word attack and word recognition skills in context. Because reading
for fluency and reading for accuracy involve different objectives and require
different materials, I find it useful to teach and evaluate them as two
separate activities.

Oral reading for accuracy gives students an opportunity to use the word
analysis skills they have been taught directly, so I choose reading selections
from controlled texts. During accuracy reading, the emphasis is on using
word analysis knowledge to decode unfamiliar words. The goal of fluency
reading, on the other hand, is to encourage students to read smoothly and
with expression. When asking my students to do fluency reading, I do not
interrupt the flow of the reading to discuss the content of the text or to
analyze a particular spelling pattern. If the student makes a mistake, I
provide the word. Because it is difficult to find materials that are easy
enough for a beginning reader to read fluently, T often address fluency in
the context of rereading material students have first read for accuracy.
The Wilson Reading System describes a technique for promoting fluency
called penciling that T have found particularly useful. I encourage the
student to read more than one word in a breath by scooping a series of
words together with a pencil. First, T model how the sentence should be
read. For example: "The man  with the hat  is big." Eventually, students
are able to pencil the sentences for themselves but, at the beginning, I
scoop words into phrases for them.

When working on oral reading for either accuracy or fluency, I divide the
class up according fo ability. I assign my teaching volunteers to work with
the higher-level groups. Periodically, I pair stronger readers fo act as
student Teachers with their less skilled classmates.



Before being paired with a less skilled reader, however, student teachers
receive explicit instruction in providing decoding clues and handling errors. T
find this activity effective for two reasons. First, by teaching someone else,
the more skilled student teachers consolidate their own knowledge and
become cognizant of Their own relative progress. Second, the more-skilled
readers become a source of inspiration and support for the less-skilled readers
inthe class.

Comprehension

For readers at the 0-3rd grade level, I teach higher-level comprehension
skills using materials other than those the students can read themselves. In.
my class, critical thinking usually takes place in the context of a classroom
debate. Topics T have found particularly conducive to a heated discussion
include "Why do you think it is or is not appropriate to hit your children
when they misbehave?” and "Why do you think there is so much crime in this
country?”

Using photographs is also effective in building higher-level comprehension
skills. T ask questions such as "What do you think the people in the
photograph are feeling?" "How can you tell?” or "What do you think may have
happened to make them feel that way?" Open-ended questions encourage
students to make inferences, draw conclusions, and express opinions.

Conclusion

Progress can be excruciatingly slow for beginning-level adult readers. The
volunteers who work in my class are struck by the lack of novelty in my
classes. Each class follows the same routine (see the Typical Lesson Plan) and
a significant amount of class time is spent reviewing previously taught skills
and rereading texts. For beginning-level readers, and especially for those
with reading disabilities, a predictable routine helps to alleviate anxiety.
Students get upset when the class does not follow its expected course. The
volunteers are also surprised that students do not feel insulted or
embarrassed working with the letters of the alphabet and reading texts
that may appear babyish. On the contrary, after years of only using a hit or
miss approach, my students are extremely relieved o discover that reading
involves patterns of letters with predictable sounds.

One student describes his early experience with reading: "When I was in
grade school, I would listen to the other kids read aloud and T had no idea



how they knew that those letters said those words. When it was my turn, all
T could do was guess. Now it makes sense! It's like I found the key."

The chadllenge of teaching reading to beginning-leve! adults can be daunting.
In my opinion, however, teaching at the beginning level is also the most
rewarding. It is extremely moving to witness an adult who, after years of
struggling with the sounds of individual letters, is able to read a letter from
a family member or a note that his or her child brings home from school.
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Reading Assessment

Running Record Notation

= Try Again. Teacher asks student to try again.

771 = Repetition. An arrow may indicate how many words a reader read
% 1 more than once.

8% = The reader self-corrects a miscue. Write 5C beside the miscue.

—.. = Put a circle where a word is omitted.

'i'::? = Asks for help. The reader asks for help.

-1 = Teacher tells the reader the word.
@ = The word is read correctly.

A = Write in a word that is inserted.

If a word is read incorrectly, write what the reader said.
Example sentence:

Vo widf JoAd r o

The man with the dog ran into the dark garage.



The SQ3R Reading Strategy

5-Survey Q-Question 3R-Read, Recite, Review
First introduced by Francis Robinson in 1941, this strategy involves constructing an
overview of The reading and is known for its question asking steps.

S-Survey
Survey the pages you are assigned to read by skimming and scanningto get
an idea of what you will be reading. |

Q- Question
Turn the headings of each section into questions to direct your reading and
thinking.

R-Read
As you read each section, search for answers to your questions and select
main ideas.

R-Recite
To ensure your recall of the material, make sure you can recite key ideas and
important details.

R-Review
While you read, take brecks to review the ideas presented to that point.

http://www.rose-hulman.edu/ic/sq3r himl



Errors in Oral Reading

Mispronunciation These include beginning consonant sounds, ending
consonant sounds, simple (short) vowel sounds, and complex (long) vowel
sounds. They occur when the student fails to associate the correct sounds
with the letters. If he does not know the sounds of consonants, consonant
blends and vowels, the student will probably experience difficulty in
sounding out words. The skills used in decoding words in order to pronounce
them correctly are called word attack or phonic skills,

Omissions The reader leaves out or omits words in a sentence. This may be
due to carelessness or too fast reading, and may be easily corrected by
cautioning the student. Or he may be deliberately skipping the word because
he can't pronounce it.

Additions This refers to words being added to those printed. As with
omissions, this error may be due to carelessness or overly rapid reading. It
may also be due to the student's not understanding the sentence and feeling
that the added word makes it clearer.

Substitutions A word is substituted orally for the word that is printed.
This error isn't too serious if the substitution is reasonable and doesn't
happen too frequently. It is more serious if substitutions occur frequently
and distort the meaning of the sentence. I't can indicate carelessness,
reading too fast, or that the material is too difficult for the student to
understand. |

Reversals These are errors in which individual letters are confused with
similar ones, the order of the letters is confused to form ancther word, or
the order of the words in the sentence is rearranged. Faulty letter
recognition or faulty left-to-right eye movement is generally the cause.



Repetition This refers o a habit of repeating words or phrases that have
already been read, giving the reading a halting or jerky sound. Poor word
recognition or too difficult material offen causes it. Trying fo understand
what he's reading, the student stops and repeats.

Sight Vocabulary These are words that a student can read without
sounding them out. A student who consistently fails To recognize familiar
words needs 1o practice with flash cards fo develop his sight vocabulary. He
also needs to learn the meaning and correct usage of missed words.

Comprehension This term refers to how well a student understands what
he reads. Comprehension may be low because of lack of concentration, poor
word recognition, lack of word attack or pronunciation skills, and poor
vocabulary, To evaluate a student’s ability to comprehend and recall a story,
it's best to use material that is well within his ability level. If he has
difficulty decoding the words, he'll find it hard to grasp the meaning of the
sentence. If he has to struggle with a sentence, he'll probably lose sight of

the main idea of the paragraph.

Hadley, Gary Don (1977). The Three R's: A Handbook for Teachers, Tutors
and Parents. Washington, D.C.: Acropolis Books :
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Introduction

Reading instruction is designed to teach two elements of reading: mechanics
and comprehension, While the foundation for reading begins at birth, the
focus of instruction from preschool through third grade is reading
mechanics, and reading comprehension is the focus from the third grade into
early adulthood. Tt cannot be assumed that a child with learning disabilities
will master the mechanics of reading by third grade. Thus, it is critical that

appropriate reading instruction is available throughout his/her school career,
Reading mechanics and comprehension comprise various skill levels that are
typically taught in a progressive fashion. Skili levels involved in reading
mechanics include pre-reading, decoding and fluency. Pre-reading skills build
upon an individual's growing range of experiences that develop awareness
and appreciation of printed words. Individuals should be encouraged to be
aware of words wherever they appear, e.g., on grocery labels, household
objects, billboards, and the like. Individuals can acquire a more sophisticated

understanding of written language by learning:

« the alphabet, including the names, sounds, and shapes of letters, and
how to write them;

= that English has a left to right directionality;

» that words are made up of letters and syllables; _

= that words are made up of sound elements or phonemes, and by
learning the practical application of the relationship between sounds
and their representative letters by counting the sounds in a word,
through rhyming games and exercises, phonemic substitutions, and
creating nonsense words by substituting or rearranging phonemes
(phonological awareness).

Decoding
Decoding is the process translating a written word into a spoken word
(“cracking the code"). An individual who has developed adequate decoding



skills can begin to acquire fluency when reading no longer requires a
conscious, deliberate effort. When fluent, reading becomes automatic and
consists of word recognition rather than sounding out and combining
_syllables necessary to decode words.

Teaching decoding provides students with the keys o unlock new words.
Teaching the regular phonetic patterns of English can do this. These ruies
can be applied to words with which the student is already familiar. New
words are then introduced beginning with simple words and working through
more complex words. Finally, irregular phonemic patterns can be introduced
and eventually mastered.

Comprehension Skills

Individuals typically shift their aftention to reading comprehension once
they have established appropriate mechanical skills (decoding).
Comprehension skilis, like mechanical skills, usually build progressively from
fundamental to more sophisticated levels. Therefore, it has traditionally
been helpful for individuals to learn to read for factual information before
they begin to compare and evaluate the information they read. It will
normally be easier for an individual to learn to read and comprehend material
at these two levels before learning analysis and synthesis.

Reading for factual information requires that the sequence of events and
the details of a story be followed so that, for example, it is possible to read
a murder mystery and solve the story’s dilemma or to understand how it was
resolved.

Learning To compare and evaluate information from different sources
requires the reader to be able to derive the main ideas from a text and
isolate its organizing idea or thesis. This fundamental level of critical
reading allows the reader to apply evaluative techniques like comparing and
contrasting what was read in order to solve and verify statements.

The more advanced critical reading skills of analysis and synthesis allow the
reader to draw salient conclusions and to make reasonable inferences from
the information contained in the text. In addition, these skills allow the
reader to engage the text with greater sophistication and to evaluate
materials for relevance, consistency, and bias.



Reading: A Problem for Many Persons with Learning
Disabilities

For the person with learning disabilities, the process of learning to read can
break down with reading mechanics or comprehension, and at any of the
specific skill levels. I't is also important to note that children with learning
disabilities do not always acquire skills in the normal developmental sequence.

If an individual does not develop adequate phonemic awareness during the
pre-reading period, effective decoding may not be possible, which influences
the development of fluent reading and comprehension skills. Also, children
with learning disabilities often come to the reading task with oral language
comprehension problems. When assessing and planning for instruction,
consideration of these oral language comprehension problems may facilitate
acquisition of reading comprehension,

No single reading method will be effective for all students with learning
disabilities. Most individuals with learning disabilities will benefit from
the application of a variety of methods. Instructors need a repertoire
of instructional methods.

Teachers should be able to appropriately and systematically modify or
combine methods, and utilize different methods in order to meet an
individual's changing needs. Selecting the appropriate program fo apply to
the student is not a simple matter, and requires a careful assessment of
where the student is in the developmental process. It is not uncommon, for
example, to observe an individual with all the pre-reading skills, numerous
comprehension skiils, and simple decoding skills acquired during the
student's progression through mechanical reading instruction. Because there
may be a lack of understanding of the sophisticated decoding skills needed,
reading with fluency suffers. Students with learning disabilities should be
provided with sound strategic approaches that empower them as
readers, rather than be allowed to learn and internalize incorrect
practices.



Selecting the appropriate method

A significant part of selecting appropriate instructional approaches is
understanding the learning profile of an individual. A diagnostic program is
necessary to identify students with learning disabilities. A cognitive profile
is also necessary to determine precisely what students' needs are, their
strengths and weaknesses, whether they have difficulty with working
memory, if they have inadequate language skills, etc. Students with learning
disabilities need fo be taught strategic approaches explicitly. They need to
have ideas made conspicuously clear to them.

Persons with learning disabilities who need to work on reading mechanics
frequently respond to explicitly taught code-emphasis developmental reading
methods such as phonic, linguistic, or multisensory approaches. Some of the
more popular approaches are briefly described below.

Phonics approach. The phonics approach teaches word recognition
through learning grapheme-phoneme (lefter-sound) associations. The student
learns vowels, consonants, and blends, and learns to sound out words by
combining sounds and blending them into words. By associating speech sounds
with letters the student learns to recognize new and unfamiliar words.

Linguistic Method. This method uses a "whole word" approach. Words are
taught in word families, or similar spelling patterns, and only as whole words.
The student is not directly taught the relationship between letters and
sounds, but learns them through minimal word differences. As the child
progresses, words that have irregular spellings are introduced as sight
words,

Multisensory Approach. This method assumes that some children learn
best when content is presented in several modalities. Multisensory
approaches that employ tracing, hearing, writing, and seeing are often
referred to as VAKT (visual, auditory, kinesthetic, tactile) methods.
Multisensory techniques can be used with both phonics and linguistic
approaches.



Neurological Impress Technique. Thisisa rapid-reading technique.
The instructor reads a passage at a fairly rapid rate, with the instructor's
voice directed into the student’s ear. The teacher begins as the dominant
reading voice, but gradually the student spends more time leading these
sessions. Students who have learned mechanics without adequately learning
reading fluency frequently benefit from this, as do students who read slowly
or who hesitate over a number of words but are able to identify most of the
words in a sentence. A student is directed fo read a passage without errors.
This method functions most effectively when it is practiced for short
periods every day.

Language Experience Approach. The language experience approach
uses children's spoken language to develop material for reading. This
approach utilizes each student's oral language level and personal
experiences. Material is written by the child and teacher for reading using
each child's experience. This can be done in small groups and individually.
Familiarity with the content and the vocabulary facilitate reading these
stories. Each child can develop a book to be read and re-read. This approach
helps children know what reading is and that ideas and experiences can be
conveyed in print,

Reading Comprehension Support. Persons with learning disabilities who
need work on reading comprehension often respond to explicitly taught
strategies which aid comprehension such as skimming, scanning and studying
techniques. These techniques aid in acquiring the gist, and then focus is
turned to the details of the text through use of the cloze procedures. The
cloze procedure builds upona student's impulse to fill in missing elements
and is based upon the Gestalt principle of closure. With this method, every
fifth to eighth word in a passage is randomly eliminated. The student is then
required to fill in The missing words. This technique develops reading skills
and an understanding not only of word meaning but also of the structure of
the language itself.

Conclusions

Persons with learning disabilities will typically require a variety of
instructional approaches in order fo make their educational experiences
more productive. There is no one best approach to teach reading fo
students with learning disabilities. There are many reading methods

N



available with ongoing debate about which one is preferable. It is critical
that instructors understand both the student and the various reading
methods available if the student is to have the best possible learning
experience. The importance of a comprehensive evaluation that will result in
prescription for intervention cannot be over-emphasized. As important, is
the notion that teachers must have the ability to effectively and
systematically alter various methods to meet the needs of individual children
with learning disabilities.



Using a Multisensory Approach o Help Struggling Adult Learners

by Gladys Geertz

T have been a teacher for about 25 years. When I taught elementary school,
i+ seemed that most kids learned to read almost by osmosis. Even the
students of some truly lackadaisical teachers usually learned to read. But
what about the children who didn't? I spent many hours working on ways to
help these special children, sometimes finding a technigue that helped, other
times passing a child on to the next grade in hope that another teacher
would Find the key. What happened to these kids? They are the adults I
work with every day at the Anchorage Literacy Project (ALF) in Anchorage,
AK Because no one ever found the answer, eventually many of them became
Frustrated and dropped out of school. Some of them graduated, but they
stil could not read.

About eight years ago, I observed the Slingeriand technique being used with
children in Slingerland classrooms in the Anchorage schools, and with adults
at ALP. The Slingerland technique uses multisensory feaching techniques
from Orton-Gillingham that were adapted for the classroom by Beth
Slingerland (Slingerland, 1996). Orton-Gillingham developed their teaching
techniques working one-an-one with dyslexic children and those with specific
language disabilities. A colleague and T developed a program that uses these
techniques in classroom settings with adult, low-level reading students. What
differentiates our method from the Slingerland method is that we move
through a lesson more quickly, teaching more concepts in a day than would be
taught in an elementary school class.

Our Program

The ALP multisensory classes consist mostly of students who have gone
through the school system in the United States. Some are dropouts: others
are high school graduates. They range in age from 18 o 75 years. Our
classes are limited to 15 students, but some classes have only four or five.
Al of our teachers are trained in the Slingerland method, and as of this
writing, we have three instructors in the multisensory program who teach a
total of nine multisensory classes. Two are spelling classes, three are a
combination of reading and spelling, and four are reading classes at various
levels, ranging from first to approximately 10th grade level. Each class



meets three days a week for an hour and a half per class. Our quarter lasts
10 weeks.

Our classes are not open entry. We continue o accept new students for the
first two weeks, but then we close the classes because it is too difficult for
new students to catch up. The class atmosphere is casual, but the instructor
is in charge. We have found that most adults relish humor and the feeling of
camaraderie. Each group tends to become close-knit, and we foster group
development,

We have expanded and modified the Slingerland techniques for use with
adults with and without language disabilities. The modifications are minor;
for example, we do not use tracing procedures (going over the same lefter
many times) as much with our students. Since our students are adults, and
many of them are familiar with the letters, we require them to frace a
letter three times, instead of the 10 or 20 that may be required in
elementary school. We also proceed more quickly to paper and pencil tasks,
rather than spending a lot of time using the pocket chart or board. We also
introduce three or four letters during each class session; an elementary
teacher may only introduce one or two letfers a day. At the beginning of our
basic classes, we discuss our teaching procedures with the students,
explaining that because they have missed some of the educational
experiences necessary for learning, we are starting over.

A Success-Oriented Program

The multisensory approach is a success-oriented program. We only expect
students to know what they have been taught. We provide instruction, guide
the students through a successful learning experience, and then reinforce
this successful learning experience. We make sure that all students leave
the classroom feeling that they have experienced success.

We begin with a single unit of sight, sound, or thought, and then proceed to
the complex combinations of these units. We start with sight and sound
association, following the same routine day after day, and adding a few
consonant letters and then, slowly, the vowels. We usually begin with the
short /i/ vowel sound, and the consonant sounds of /n/, /1/, and /p/, using
the sequence in Angling For Wordsby Carolyn 6. Bowen (1983). (Teachers
could conceivably introduce letters in any sequence, but it is practical to
start with high-frequency letters and tThose thet correspond to a
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selected text.) We spell and read words from these letters, and then we
move on. The time involved in teaching the letter sounds depends on the
needs of the particular group of students,

Once the sounds are learned, students move on to the more complex
tasks of reading and spelling words, putting these words into sentences,
and then mastering paragraphs. With these basic skills, students are able
to handle more complex reading and writing material.

A Sample Multisensory Lesson

How does a typical multisensory lesson unfold? People tend to learn through
different or unigue stimuli. Some of us learn better visually, some auditorily,
and others kinesthetically. T have found that most people probably learn
best by using two of these modalities. The multisensory fechnique makes
use of all these modalities and combines them into one simultaneous
procedure. It requires learners to see, hear, speak, and do at the same
time. We follow a set pattern of seven steps in every lesson. This strict
adherence to structure provides a consistent, expectable routine that frees
students to concentrate on learning.

From the first day of class, we begin class with oral language skills, because
the spoken word is much more comfortable than the written word to a low-
level reader. First, we, the teacher and the learners, talk, using complete
sentences. We encourage each student to participate. Some oral language
questions concern the students personally: "How long does it take you Yo get
to class?" "How do you get to class?" "What is your favorite restaurant and
why?" "What is your favorite holiday and why?" "How will this class help
you?" “If someone gave you a thousand dollars, how would you spend it?”

In the second segment of the lesson, we introduce the sound - symbol
relationship. We introduce a letter while writing it in the air: kinesthetic
movement. If the students need instruction in writing the letter, we also do
the writing procedure. Most early readers print; therefore, we teach them
cursive writing. The left to right directionality of cursive makes it easier to
write neatly, helps fluency, increases speed in writing, and gives our students
the skill that most adults have: writing in cursive, which we expect our
students to do also.



In the writing procedure, we write the letter on the board, using three
lines — a head line; a belt, or middle, line; and a foot line — while
communicating to the students exactly how the letter is made and that
some letters are tall and go to the head line, some fall below the foot
line, and some are crossed or dotted. We then make the letter in the air,
while explaining exactly how it to make it. Next, the students make the
letter in the air, very large, using their pointers and index fingers as
their writing tools,

Typical Lesson Plan
Components

s Using oral language skills

» Learning a sound-symbol relationship, and using
cards to review the sound-symbol relationship

» Decoding

s Vocabulary enrichment

» Phrase reading

» Structured reading

s Story reading using comprehension skills

After making the letter in the air, each student receives a 12 X 18 inch
sheet of newsprint, which has been folded to create lines. We write a
cursive letter in crayon on this newsprint. Now the students can trace the
letter with their fingers, "feeling” it and saying it. We trace the letter at
least three times with our fingers, three times with the blunt end of a pencil
from which the eraser has been removed, and three fimes with the pencil
point, Learners then move on to the next box on the paper, tracing with no
crayon letter as a guide, using their fingers, then the blunt end of the pencil,
and then the pencil point. Then on to the next box using the same procedure.
This is the Slingerland Technique used for teaching writing, It involves
seeing, saying, feeling, and doing simultaneously. We repeat it every day for
every lesson,

After saying the name of the letter and writing the letter in the air, we
show the class a picture of a key word beginning with that letter, such as
turtle for /1/. Next, the sound of /1/ is made as it is heard in the key word



turtle. After the instructor demonstrates the procedure, the class follows
the procedure as a group, then each student does it. "Write the letter in the
air, say the keyword, say the sound of the letter ” They have felt the letter,
spoken the letter, heard the name of the letter and letter sound, and said
the letter sound.

After we have introduced the sound-symbol relationship for a specific
number of letters, we review this sound-symbol relationship by displaying
flash cards of the letters. This is a review with emphasis on both enabling
the learners 1o feel success and allowing the feacher 1o ascertain whether
everyone has learned the relationship. The students write the letter in the
air, speak the name of the letter, hear the name of the letter and the sound
of the letter, and then say the sound of the letter. Every lesson has a review
of letters using this sound-symbol relationship.

The third lesson segment involves the decoding of words. We decode, or
sound out, a list of words every day. We develop these lists by using words
that incorporate the sounds taught in the second segment of the lesson. We
do not include words that contain sounds that we have not taught. So, for
example, if we have only taught the sounds for short /i/, consonants /1/,
/n/, /p/, then we can spell or decode only words containing those sounds,
such as tip, nip, nit, it, tin, pin. To encourage students to sound out words
rather than memorize or sight read them, we of fen use nonsense words such
as "nin" or "ip." The more vowel and consonant sounds the students learn,
the more words we can use. We begin with one-syllable wards, progress to
two syllables, three syliables, and so forth, We usually decode 20 to 25
words in a lesson, of which one-third are nonsense, To decode a word, the
student underlines the vowels, divides the word into syllabies, shows what
each vowel "says" by writing above each vowel a diacritical mark, pronounces
the word, and then defines it. We teach this entire procedure, one step at a
time, with each step modeled by the teacher.

The fourth segment, after we decode several words, is learning vocabulary.
From conversing with our students, and from answering their questions
about words, we know that many of them have limited vocabulary skills.
When introducing a story, we teach the definitions of new words and the
fearners put them into sentences. One of the reading series that we use with
low-level readers is Early Reading Comprehension in Varied Subject Matter



(Ervin, 1999), which has four levels. Written for the older elementary school
child, the series seems to be successful with adults. New vocabulary in this
story includes "shrubs,” "snug,” and "den.” We also use the Kim Marshall
(1999) series for readers above the fourth grade level, which is fargeted
for adults. Newspapers or Reader’s Digest are other sources of
infarmational stories. Our students tend to find nonfiction more interesting
than fiction.

The fifth lesson segment is phrase reading, or reading by ideas. We put
five to eight phrases on a chart, read a phrase, and the students repeat it.
All phrases are read once with the teacher modeling and the students
repeating. After that, the students and instructor discuss any new
vocabulary, hyphenated words, or grammar. Then a student approaches the
chart at the front of the classroom. We say a phrase, the student
underlines the phrase with a yard stick, reads it aloud, and the other
students repeat the phrase. All the phrases on the chart are read a gecond
time using this procedure. Then a different student comes to the chart and
we posé guestions fermatted as "Find the phrase that . " The student finds
the phrase that answers the question, underlines it, and reads it aloud. The
‘other students read the phrase aloud. We do all the phrases in the same
way. A fourth student comes to the chart. That student begins at the
bottom phrase, reads it, and the other students repeat 1t. The student at
the chart reads from the bottom fo the top of the chart, focusing on
comprehension. During this phase, we build comprehension skills, lengthen
eye-span, make functional use of word attack skills, make predictions, and
build cognitive skills.

Procedure for
Phrase Reading

The teacher puts the following on a chart:

a very lazy cat
in the shrubs
cold and snowy
He would moan
and eat them




The teacher might ask the learners to:

“Find the phrase that tells where”

"Find the phrase that has a word that
means the opposite of warm”

“Find the phrase that begins with an
article”

"Find the phrase that is the beginning of a
sentence”

"Find the phrase that begins with a
conjunction”

Taken from Early Reading Comprehension, Book A, "The
Lazy Cat” Paragraph 1, by J. Ervin.

The sixth segment, after phrase reading, is structured reading. The first
paragraph of the story is read aloud using structured reading: a student
reads a certain number of words (a phrase) specified by the teacher. The
phrase may enswer a where, what, why, how, or when question. We say to one
student: "Read the first three words that tell why " The student reads the
first three words. We ask another student to: "Read the next four words
that tell who." The student reads the next four words. We choose another
student: "Read the next two words that tell where." The student reads the
next two words. This phrase reading is done throughout the first sentence.
When the first sentence is finished, we pick a student to read the entire
sentence using phrasing. The objective is to get students to read by ideas or
thoughts, not by words.



Fach sentence is read in sequence using the same method. Eventually, the
first paragraph — and only that paragraph — is read using phrase reading
designed by the feacher. |

Structured Reading

Students read directly from the book using the phrases the
instructor indicates o them: '

Toby was a wild cat who lived in a city park. He
was a very lazy cat. He also liked to eat. Even
when it was cold and snowy, he knew how to get
his meals without ever leaving where he slept. He
would stay in his snug den in the shrubs.

Read the first five words
that tell who.

Instructor says:

Student 1 says: Toby was a wild cat

Read the next two words

Instructor says: telting what.

Student 2 says: who lived.

Read the next four words

Instructor says:
4 that tell where.

Student 3 says: in a city park.

Read the complete sentence

Instructor says: . ‘
nstrue 4 using that same phrasing.

Toby was a wild cat (pause}
Student 4 says: who lived (pause) in the city
nark,

Read the next two words that

Instructor says:
" Y tell you what.




The procedure continues until the end of the paragraph. To
conclude, a student reads the entire paragraph using good
phrasing.

Taken from Early Reading Comprehension, Book A, "The Lazy
cat” Paragraph I, by J. Ervin.

In lesson segment seven, each student gets a furn to read orally, Each
student reads aloud a different paragraph in the story. This enables us to
hear tThe learners’ decoding, expression, and fluency. We discuss every
paragraph, always pressing for good comprehension. After answering some
specific questions about the last one or two paragraphs, the learners read
them silently. Then the class discusses the last two paragraphs and someone
reads them aloud.

Challenges

Finding appropriate reading materials for adult students reading at a low
level is extremely difficult. Several publishers print books at a fourth-grade
reading level and above; materials for adults reading at lower reading levels
lower are scarce. Another major challenge is time. Every day we struggle to
include all seven steps in our 90-minute class. We may modify the lesson by
making steps shorter, decoding fewer words, or reading half the story and |
assigning the rest for homework, but we do not continue the lesson the next
day. Repetition of the seven-step sequence provides useful structure,
freeing learners to focus on content rather than methodology.

Results

Since T have started using this multisensory approach, I have witnessed
success. During the winter and spring 2000 instructional sessions, for
example, our learners improved their skills in word reading and word attach
at a statistically significant level as measured by the WRAT3 (word reading)
~and the Woodcock Johnson-Revised (word attack) tests. But more than
statistics, the successes come from the students. They are now willing to
pick up a newspaper and they can laugh and joke about their reading, because
they have experienced some success. They tell us that the structure and
continuity of the instruction as well as the interactive teaching methods
were particularly helpful. They have discovered that They are not the only



people in the world with reading difficulties and know that, with time and
diligence, they can achieve their educational goals.
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7 elcome to the fourth edition of ABE NetNews written by LDA Learing Center and
funded through an ABE Supplemental Grant, In each issue we feature a different topic
related to Adult Basic Education and the challenges faced teaching adult learners. This
issue’s feature topic is Interventions for Adult Learners with Learning Disabilities and Depression.
In addition, we will discuss technigues to enhance reading comprehension. Our goal in providing this
information is to give you useful, proven strategies for working with aduits who have learning

- dasabilities or leanung difficulties: - .

Interventions for Adults Learners with Learning
Disabilities and Depression

Instructors are typically trained to work with learners that have average skills. Many are trained to
work with slow learners, gifted learners, and leamners who lack discipline. However, most instructors
are not well prepared to work with learners who have depressior and/or mental health issues.
Research suggests that teaching “self-csteem” in the classroom is a positive way to support these
individuals. The following strategies are useful in helping leamers improve their self-esteem and
become more confident both academically and socially:

¢ Seta Warm, Supportive Tone in the Classroom
Instructors cannot give iearners self-esteem. They can, however, create a climate that nurtures it.
This environment provides an accepting atmosphere in which learners feel valued, supported,
and free to take risks. It is important that instructors show respect for all learners. Learners need
1o know that mistakes are a normal and expected part of the learning process. Encourage learners
10 compliment their peers and to Jaugh at themselves. Never aliow them to make fun of or put

others down.

e (onsider the Impact of Your Actions and Comments on Your Learners
An instructor's potential impact on a learner 1s immeasurabie. Even the smallest actions and
comments have the ability to iift up a leamner or send hir/her into a deeper downward spiral.
Make a conscience effort to be aware of the impact you have on your learners’ self-esteem in the
classroom. It is also important that instructors avoid using language that the learner may think or
feel is belittling or criticizing, especially in front of peers.
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Offer Praise That Is Specific and Genuine

Specific praise conveys true appreciation for a learner's work more so than vague, nonspecific
compliments, Let them know exactly what vou like about their work or behavior. Praise them
for small steps as well as big. Keep 11 mind that some learners may not like to be praised in

front of others.

Avoid False Praise
Many leamers see through false or empty praise. Vague, general words of praise may mean
little, sound phony, and feel manipuiative. Learners may dismiss your compliments and tune out

the words of support.

Help the Learner Gain a Realistic Understanding of His or Her Strengths and Weaknesses

~-Learners with low-self-esteem tend to focus on thetr failures and dismiss their suceesses, Have
them make a list of all their strengths, Make sure to add things they may have overlooked. Also,
tatk about a few of their weaknesses, noting that everyone has weaknesses. Express optimism
that hard work will improve these areas.

Replace Negative Self-Talk with Positive Seif-Talk

The internal language of a learner with low self-esteem is often negative. Most of the public
statements they make reflect their private thoughts. Try to counter the negative self-talk by
gently exposing their misperceptions and offering a more positive and realistic view of their
ahidities. Give learners feedback that they may turn into positive seli-talk. For example: When
learners are frustrated they might say, “I'm stupid. I'm never going te get this.” Tell them you
hear their frustration and that you believe they really can do it. Remind them of a skill they have
now mastered that once frustrated them. Tell them how their persistence and hard work paid off

then and will pay off again.

Challenge the Learner .
True self-esteem comes from earning it. Provide the leamer with work that engages their roind

and stretches their abilities; however, be sure it is still within their ability so that they can
experience success (Success builds success!). Make sure that the learner completes the work
even if prompting and extra time is needed.

Showcase the Learner's Strengths
Find opportunities to highlight the learner's accomplishments. Talk with the learner about their

skills and successful activities in other areas of life.

Create Opportunities for the Learner fo Feel Important
Providing service to others is often a valuable way of fostering self-esteem. There may be other
people iri the classroom having problems that the learner has successfully dealt with.

Give Special Attention to the Learner's Interests
Find a few minutes every day to talk with the iearner about his or her interests and concerns.
Some days it may be necessary to put off an academic lesson if the learner needs to talk.

2
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e Epcourage Involvement
Learners with low self-esteem are often withdrawn or isolated from others. Find ways to

integrate the learner into activities either in or out of school, such as parenting support groups.
Orchestrate the activities so that learners are likely to meet with success and become involved
with positive individuals.

e Help the Learner Cope With Failure
The role of the insiructor is not simply to show the learner how fo mintmeize difficulty, but also
how to constructively cope with it. Teach them that failure is all part of learning and that most
successes do not come without some setbacks.

» Encourage Other Instructors to Bolster the Learner's Confidence
- Talk with other instructors in your program. Ask them to find ways to make the learner feel
important. Often being recognized by other mstructors 1s enough to make a fearner feel
welcomed and valued.

Individuals with depression need a safe and supportive environment. An instructor may feel
helpless dealing with depression in the classroom. It is important that the instructor educates him or
herself in this arez and become familiar with the symptoms. Whether you are dealing with a child,
adolescent, or adult, depression can be a very serious disease. To deal specifically with the illness of
depression, the following suggestions can be helpful in the classroom:

s Don'tignore a learper with depression. Ignoring tends to show the learner that you don't
care and provides the learner with another reason to give up.

e Try to draw out the learner in class discussions. Do whatever 1t takes fo stimulate their
minds so that they don't withdraw and ignere you.

e Letthem know that you care. Help them to catch up on late work. Set up extra tutoring
with a positive role model.

s Never give up on the learner regardless of how long they have resisted putting forth
effort in your class. Learners can fell when an instructor no longer believes in them and
expects them to fail. It typically makes the situation worse.

e [Jon't make the learner feel that they have a time limit in which to get over the
depression. Everyone deals with depression 1n a different time frame.

s Don't lie to the learner. Don't make pronuses about confidentiality that you cannot keep.
Know what your school’s policies and the law require you to do.

s Be sincere. Leamers can detect insincerity on your part. If detected, it will cause them
farther pain. If you feel vou are unable to help them, find someone who can.

Barb Geisel, LDA Leaming Center

i vou suspect that you are working with an adult with undiagnosed depression, first of all, take #
seriously. Talk to them about their feelings and how they are coping with their challenges. Secondly,
offer the number and web address of United Way's FIRST CALL FOR HELP (651} 291-0211

hitp:/fwww uwmsp.org/mpls/.
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Enhancing Reading Comprehension in Adult Learners

Inadequate reading comprehension is an issue facing many adults with learning disabilities,
Sometimes it is a matter of not understanding the vocabulary; but often it is a matter of not being
taught how to get the most information from reading materials. The following method can be taught
to students, Although reading for comprehension 1s definitely “work™, the payoff will be worth the

effort.
THE SQ3R METHOD (Sarvey, Question, Read, Recite, and Review)

The SQ3R method is a strategy fo enhance reading comprehension, The SQ3R method leads the
learner to discover the important facts and ideas that are contained in an assignment. Using this . .
“'method also helps show learners how they can best-master and retain the knowledge. -~

Survey: Take only a minute or two 1o preview the entire assignment and find out what it is about as
a whole. Read summaries, section headings and subheadings, captions under pictures, and pull
guotes. Comprehension begins with preparing to receive new information. The new information will
be associated with information the learner already has. Think of the brain as a room full of file
cabinets. The Survey step helps by identifying the appropriate file cabinet, cabinet drawer, and file
folder. New information is more meaningful when associated with information the leamer already
has stored.

Question: Ask yourself questions based on your Survey of the text. For example, use a boldface
heading like "Types of Rocks” in reading about Geology and turn it into a question such as, "What
are the types of rocks?" The questions are generated from the learner’s quick preview during the
Survey step. It is best if questions are written down. A good list of questions prepares the mind to
acfively seek answers during reading.

Read: Read the material actively attemprting to answer your questions and to organize the material.
Read only 1o the end of each headed section. Remind learners 1o read one section at a time.
Highlighting or underlining is appropriate at this time also. Highlight or underline only after reading
the section and after asking, “What is the most important information contained in this section?” Jt
is recommended that learners Limit highlighting or underlining to 10% or less of the text. Making
notes in the margins or writing additional guestions 1s also appropriate at this time.

Recite: Look away from the assignment and from any notes you have taken and ask yourself the
questions you have already made up. If vou cannot answer your questions without looking back ar
the material, you should reread and then try again. In addition to answering the questions generated
earlier, learners may simply paraphrase what they've read. If this seems too difficult, limit the
activity by having them say one thing they've learned from the reading. This skill can be built up
over time. Have learners summarize the information to the instructor or to another person.
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Review: Briefly review each major section as you complete it. Review again later on the same day 1o
keep from forgetting the material. Your understanding of it will be increased each time you review.
Go back over the marevial several times, if possible. Typically up to 90% of what is read is
forgotten if not reviewed within 24 hours, Encourage learners to review immediately after leamning
and then repeatedly on a daily and weekly basis. If highlighting is done appropriately, a review of
the highlighted material {and margin notes) should be sufficient.

Asking Comprehension Questions

It 15 helpful when instructors are aware of the wide range of comprehension questions that can be
asked to a learner. The following listis a sample of the many typ@s of comprehez}swn quesﬂons that
can'be asked during a reading session. - S e

e Locating information or facts
e Where in the passage does it talk about 7
o Find the capital of Alabama.

e Stating the main idea
e [n one sentence, summarize what you just read.
o Which of the following best tells the main idea of this passage? (Offer 2-3 choices.)

e Drawing conclusions or making inferences from the material
e How do you think the main character feels after hearing the news?
» What do you think is the lesson heve?

e Determining the sequence
e List the order of events. In this story, what happened first, next, and lasi?
s Dyorw 3-4 pictures that represent the story line and arrange them in order,

e Personalizing the information
o How would you feel in this situation?
o What would you do and why?

Recommended materials: Barnell Loft Specific Skills Series. Barnell Loft, LTD, Baldwin, New York
Q1982
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“Best Practices” for Improving Reading Comprehension

Swanson (2001} conducted an extensive invest] gation of teaching strategies for improving reading
comprehension. The following sequence of events represents a fcommon instruction core” and was
determined to comribute most sygmificantly to unproving reading comprehension,

L. State the learning objectives and orient the students to what they wiil be learning and what
performance will be expected of them.
Review the skills necessary to understand the concept.
Present the information, give examples, and demonstrate the concepts/materials.
4. Pose questions (probes) to students and assess their leval of understanding and correct

L e

misconceptions. . e
_ 3. Provide group instruction and independent practice. Give stadents an opportunity to
- demonstrate new skills and learn the new information on their oW,
. Assess performance-and-provide feedback. Review the independent work and give a quiz.
Give feedback for correct answers and reteach skills if answers are incorrect,
7. Provide regular practice and review,

(Swanson, H. L. Readling intervention research outcomes and students with learning disabilizis.
Perspectives. The International Dysiexia Association. Vol, 27, No. 2. Spring, 2001)



Reading for Pleasure
Learners’ personal reading choices can provide teachers with ideas on how to
metivate and support them '

by Sondra Cuban

After tutoring, teaching, and doing research in literacy programs, I wanted
to know more about how literacy 11t into women'’s lives, thinking that this
could help me understand how better to serve women learners in programs. I
conducted a lengthy qualitative study of 10 women learners for my doctoral
dissertation. I wanted to Find out if the women learners I was studying read
outside of the program, what they wanted to read about, and what their
purposes were for reading. I focus here on my interviews with four women
and what their experiences suggest for curriculum and instruction in fiteracy
programs.

Gloria, Donna, Lourdes, and Elizabeth were enrolled in a computer-assisted
literacy program in a semirural area of Hawaii. Gloria and Donna were
beginning adult basic education (ABE) students; Lourdes and Elizabeth,
both students of English for speakers of other languages (ESOL), were at
slightly higher levels in the program. Donna was at the lowest level of
literacy of the four women and rarely read. She told me she really wanted to
read love stories but felt she couldn't. She said, "I guess my mind's so tired
that I get frustrated and give up. T quess, like T said — too much stuff going
[on] in my mind." Her desire to read love stories was fueled by the romances
and comedies she watched on TV, which she enjoyed and which distracted
“her from her family problems.

The women in the study all read and wanted to read popular - culture
materials — commercially published books also referred to as genre and
trade books — that were not, for the most part, used in the literacy
program they attended. They also used reading for similar ends: they read
to make themselves feel better. I interviewed the women over the course of
a year acbout their schooling and work experiences, the ways they learned in
their families of origin, and about their use of mass media: anything from
watching television to reading books. T also observed them and interviewed
staff in the program within this period. I discovered gaps between what the
women read and wanted to read outside of the program and what the
program of fered.



In the literacy program, they learned basic keyboarding skills, English
grammar, phonics, and oral pronunciation. Instruction in the program tended
towards skills-based learning from commercial fexts such as student
dictionaries, Laubach books such as the Challenger series, reading skills
workbooks such as the Steck-Vaughn Reading for Today series, as well as
pre-GED materials. The program also used educational and diagnostic
software and typing program tutorials. Library books and newspapers were
sometimes brought into the tutoring instruction but were not central to the
curriculum.

- The Research

Each woman participated in five interviews between August, 1997, and May,
1998. Four of the interviews lasted between one and two hours and
concerned the women's literacy and learning in school, their work, families,
and social networks, as well as their use of mass media. The biographical
interview was shorter and valuable for obtaining background information.

Gloria, Lourdes, and Elizabeth did read outside of the literacy program, and
although I did not ask them how much they read or venture into the
technical aspects of their reading, they described memorable reading
experiences and the effects the books had on them. They read mainly for
pleasure and to reduce tension, reading stories that nurtured them
emotionally. The reading materials they referred to in the interviews would,
by most standards, be considered too difficult for the learning level in which
the program placed them. Lourdes, for example, was at an ESOL level of
competency 2 (between grades 4.5 and 6.5). She described what she learned
from reading Gail Sheehy's The Silent Passage, a book that deeply affected
her. Lourdes also said she read the Bible and small prayer books. She read
these books regularly, and as needed, sometimes on a daily basis,

Elizabeth _
Elizabeth, a 70-year-old naturalized Japanese woman, was a meat wrapper
for most of her working years. She confided in me with both excitement and
 shame that she had gotten hooked on soap operas through a friend, even
videotaping them while she was away. She told me about the character
development in these shows and that an advantage to watching them was



that they helped her learn standard English. She also reed books that had
romantic storylines.

Reading and eating in conjunction with TV watching were important and
ritualized for Elizabeth, who also read Japanese novels. Elizabeth explained
how she read when she was younger, “every day because I'm home alone so
breakfast, lunch, dinner, I have a book stand in the center. I have the book
there while I'tn eating — I read books.” She read trade books, for example,
The Joy Luck Club, by Amy Tan, which helped with her English vocabulary
and was stimulating to her. She also listened to tapes of this book. Her
family members and acquaintances were uninformed about the intense paina
serious back problem gave her. So, turning to books and going to classes
seemed like a smart move. "I have lots of pain. [Be] cause I don't complain...
I'm not expecting that person always feels sorry for you " she said.

Gloria

Gloria, a Hawaiian woman in her early 50s who spent her younger years
working on macadamia farms and in pineapple factories, was worried about
being able to pay her rent due to weifare cuts. She explained, “and, you
know, like welfare — even though you know you're true [being honest],

they don't know, they just give you hard fime." She read the Bible every day
and related 1o it as “a love letter” and a source of wisdom. She also listened
to Bible tapes, used Bible software, discussed the Bible with her pastor and
his wife, and used biblical resources to teach children in Sunday school.
These activities invigorated her and distracted her from her worries. When
she felt trapped by the welfare system, she sought spiritual materials for
the direction and comfort they provided. ‘
“The book. It's more intimate [Than the computerized version of the Bible]...
because that is more like a study tool. And then when you're reading, this is
“what the pastor said, when you're reading, it's like a love letter. Like
somebody wrote to you and say how much he loves you. So the Bible is
actually a love letter and he telling you what's taking place in the world.”



Lourdes _

Lourdes, a naturalized Mexican mother who used to sew aloha shirts and
grade papaya, was in her 50s. Now a health aide, she was married to a local
man. When facing problems with co-workers and her husband, Lourdes read
her prayer book and inspirational books. She also watched a nun on television
every night to relax and to seek encouragement. Oprah Winfrey and her
guests, many of whom were authors, inspired her, and inspirational books
gave her a sense of hope. This and other popular-culture books she read
helped her to feel independent. As she described it, "The first book I read
— I'l never forget it. Was back in 19..., maybe 1981, was with Norman
Vincent Peale, the positive thinker. Oh that book was good. So from then
on I start you know, in my head I can do it. They interest me to go back to
work and to be indep[endent].. you know what I am now. Not to listen to my
husband too much.."

She carried books in her purse and consulted them when she had "the blues.”
She learned to use them as a shield from pain, using them for comfort:

*..I have another ane [a book], pick-me-up-prayers. Pick me up. And it's, like,
if I doalot of those things for somebody, then something goes wrong,

and I remember what that book says..So these little books help me a lot.
Oh, it make me feel good because you know that God is here.”

The Theory

Cultural theories of reading for pleasure, inciuding reading response theory
(see Storey, 1993; Simonds, 1992; Radway, 1991, Fiske, 1989; Modleski,

1| 1982), focus on the psychological benefits readers receive from reading
mass-produced materials, otherwise called "popular texts.” Pleasure reading
is pleasurable because it can bring out the “melodramatic imagination” of
women readers (Storey, p. 141). It provides "a ferrain on which to dream”
(Storey, p. 148) with fantasies that both reflect and counter "the very real |
problems and tensions in women's lives” (Modleski, 1982, p. 14).

"Popular culture texts" or "genre literature” (self-help books, mysteries,
romance novels, Christian literature, even the Bible) may be favored by
casual readers over other “classical” literature (i.e., "great books") because
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messages from the media that are open for interpretations. John Fiske
refers to these texts as "producerly” (p.103) because the story lines do not
follow strict rules and they contain many “loose ends” and “gaps” that seduce
readers to fill them in and produce new meanings. These meanings are
themselves relevant to readers’ lives, feelings, and cultures. This process is
possible because the texts are open and accessible, Readers identify with
strong and weak characters because the characters act out their problems
in ways that readers understand and desire. The readers can imagine
themselves as treasured heroines and feel emotionally strong.

Janice Radway {1991) studied 42 women romance readers, many of whom had
some coilege education. She learned that the women often read romances
when they were under stress and depressed or just to relax: it had
tranquilizing effects. Reading these stories allowed them to unwind and
focus on their "personal needs, desires and pleasures.” (p. 61). It also
fulfilled their fantasies of being cared for by another person. The women
knowingly read and reread the formulaic accounts for a desired emotional
experience, in part, as a "reversal of the oppression and emotional
abandonment suffered by women in real life” (p. 55).

Reader-response theory offers ancther way to understand the role of
reading in women's lives by asking not only about the meanings women receive
from texts but also the feelings they bring to reading. Reader-response
theory provides an approach for understanding and building on students’
reading interests and their imaginations.

Other research demonstrates how pleasure reading can be used effectively
in the classroom, Cho and Krashen's study (1994) found that women studying
English for speakers of other languages (ESOL) who read romance novels
(the Sweet Valley series) felt that this reading increased their vocabularies
and their interest in reading as it helped them learn English. A practitioner-
researcher, Donna Earl, reported that students in a literacy program read
more outside when she focused on increasing their outside reading practices.
She felt that providing learners with high-interest, easy-to-read materials
is one Tactor in enabling learners to "learn to love reading” (1997, p. 1).
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Reading Comprehension

Several factors influence the comprehension accuracy when a student reads
a selection:

background and experience

interest and motivation for reading

physical, mental, and emotional state

attitude and confidence

lack of understanding that the type of reading required -
h
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appreciational, critical, or information - affects the rate of readin

difficulty in word recognition

language patterns and styles

difficulty in interpreting abstractions.

physical environment such as noise level, lighting, and temperature.

I
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Classification

Body parts
Things to see, hear, feel, smell, taste
Acfion wérds

Clothes

Furniture

%uildings

People

Cooking Utensils

Fruits

Vegetables

Sports

Toys

Colors

Shapes

Plants

Insects

Birds

Animals

Transportation

Tocls

Cccupations

Things in city, things on farm

Weather



Concepts

Quantity & Number

some
few
many
most
several
every
half
whole
zbout

Miscellaneous

different
alike
cther
match
pair

skip
with

Space Time

up ' before
down after
on early
in late
out always
at never
by often
above sometimes
below until
from

between

near

far

under

over

top

bottom

behind

in front of

right

left’

next to

row

center

middle

beginning

through

around

away

Size

big
little
tall
short
fat
thin
long
small
wide
Nnarrow



Analogies

Fire 1s hot.
Sugar is sweet.
Elephants are big.

Bricks are heavy.

Day is light.

is cold,.
is sour.

are little.
are light.
is dark.

Tommy is & boy.

is a girl.

Father is a man.

is a woman.

Hands have fingers.

have *toes.

Gloves are for hands.

are for feet.

Ships travel on water.

travel on land.

Bracelet 1s to arm; as ring is to

. (finger)

Watch is te wrist; as hat i1s to

. {head)

Knee is to leg; a2s elbow is to

. (arm)

Coffee is to cup; as ccke 1s to

. (bottle)

Happy 1s to laugh; as sad is to

. lery)

Hammer is to nail; as screwdriver is to
Wood is to saw:; as paper is to

. (screw)
.{scissors)

Rake is to leaves; as comb is to

. (hair)

Stove is to hot; as refrigerator is to

.{cold)

Knife is to cut; as shovel is to

. {dig)

Rug i1s to floor; as blanket is to

. (bed}

Soap is to hands: as toothpaste is to

. {teeth)

Trains go with tracks: as trucks go with

Airplanes go with sky; as ships go with
Rockets go with up; as submarines go wi
Car goes with driver;:
Twe goes with bicycle:
Pencil goes with paper:;
Ceiling goes with up:
Children go with house:
Bricks go with buildings; as glass goes
Beef goes with cows; as pork goes with

as three goes wi
as chalk goes w

ag airplane goes with

as floor goes with
as birds go with

. (roads)

. (water)

. (down)

. (pilot)
(tricycle)
chalkboard)
(Gown)

. (nest)
.(windows) .
. (pork)

th

th
ith

T

with

Bread goes with toast;

as wheat goes with

. (flourxr)




ant
aunt

through
threw

ate
eight

knot
not

eye

meat
meet

night
knight

fair
fare

Homonvyms

our
hour

right
write

one
WO

sail
sale

lie
lye

week
weak

beat
beet

dear
deer

to
too
two

their
there

hear
here

rap
wrap

road
rode

way
weigh

sun
SO

mail
male

sSome
sum

new
knew

see
sSea

maid
made

read
reed

hair

hare

whole
hole

steel
steal

know
no

uy

due

dew

ring

Wring

tail
tale

woulid
wood

SO
Sew



Synonxms

absent {away, gone)

spy (see, lock, sneak,
agent, detective)

tiny (little, small, wee)

large (big, huge, gigantic)

reaceful (calm, quiet)

tired (sleepy, weary)

2fraid (scared, frightened,
fearful)

tidy (neat, cléan)

angry {cross)

odd (strange)

lift {(raise)

noise (sound, racket)

fast {quick, rapid)

cry (weep)

hunt (seek)

package (bundle)

dish (plate, bowl, saucer)

carpet (rug, mat)

béautiful (pretty, lovely)
make-believe (pretend, imagine)
forest (trees, woods)

wicked (bad, nasty, mean,
awful, evil)

damp (wet, moist)

ill (sick, ailing)

cold (chilly, icy)

sofa (couch)

odd (queer, unusual)
tear (rip)

crocked ({uneven)

shake (guiver, tremble)

change (alter, vary)



Merriam-Webster Dictionary

Pronunciation Key

\&\asaanduin \e\asein \o\ as aw in

abut bet law
\["&]\ as e in \E\ as ea in \oi\ as oy in
kitten easy boy
\&r\ asur ander \g\ asgin \th\ as th in
in further go thin

\alasainash \i\asiinhit\[th_]\ as
\Alasainace \I\asiin thinthe

\d\ asoinmop ice \U\ as 00 in
\aul asou inout \j\as jin loot
\ch\ as ch in chin job \u\ as oo in
\[ng]\ as ng foot
in sing \y\asy in
\O\asoin vyet
go \zh\ as si in

vision






Bloom's Taxonomy

Benjarmin Bloom created this taxonomy for categorizing level of abstraction of questions that commenly cceur in
educational settings. The taxonomy provides a useful structure in which to categorize questions. Ask questions
within particular fevels,

Competence Skilis Demonstrated

Observation and recait of infermation
Knowledge of dates, events, places
Know!edge Krowledge of major ideas

Mastery of subject matter
Question Cues! list, define, tell, describe, identify,
show, label, collect, examine, tabulate, quote, name, who,
when, where, ete,

Understanding information

Grasp meaning

Transiate knowledge into new context

Interpret focts, compare, contrast

Order, group, infer causes

Predict consequences

Questions Cues: summarize, describe, interpret,
contrast, predict, associate, distinguish, estimate,
differentiate, discuss, extend

Comprehension

Use information

Use methods, concepts, theories in new situations
Solve problems using required skills or knowledge
. N Questions Cues: apply, demenstrate, calculate,
AppiiCG?iOﬁ complete, ifiustrate, show, solve, examine, modify,
relate, change, classify, experiment, discover

Seeing patterns

Orgenization of parts

Recagnition of hidden meanings

Tdentification of components

Question Cues: analyze, separate, order, explain,
connect, classify, arrange, divide, compare, select,
explain, infer

Analysis

Use old ideas to create new ones

Generalize from given facts

Relate krowledge from several areas

. Predict, draw conclusions

Syn?hesas Question Cues: combine, integrate, medify, rearrange,
substitute, plan, create, design, invent, what if?,
compose, formulate, prepare, generalize, rewrite

Compare chd discriminate between ideas

Assess vaiue of theories, presentations

Make choices based on reasoned argument
Evaluation Verify value of evidence

Recognize subjectivity

Question Cues: assess, decide, rank, grade, test,
measure, recommend, convince, select, judge, explain,
discriminate, support, conclude, compare, summarize
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APPENTDH)

WORD PATTERNS

SHORT A S0UKDS

ab -ack -ad LT ~am camp ~gn e ~ting -ank
cab back ad bag am camp an and bang bank
dab . hack bad gag ham damp ‘ban band fang rank
gab jack cad hag fam lamp can hand gang sank

jab pack dad lag clam  champ fan land hang tank

lab rack fad nag slaim  clamp - man sand rang yank

THB T sack mad mg swam cmmp pan dind g blank

tab tack lad sag | stamp ran grand tang clank
blab black mad tag {ramp tan stand clang plank
flab . slack pad wag van slang crank
slab crack sad brag clan drank
crab track clad drag plan frank
drab  shack glad flag scan spank
grab  whack shad shag sparn thank
scab  smack _snag than

stab snack stag '

stack

~Ep -ash “gsp “USS ~gst -t ~uich ~ath 0¥

cap ash asp ass cast at catch bath ax

gap bash gasp bass fast bat hatch patt wax

lap cash hasp lass last cat latch wrath fax
map dash rasp mass mast fat match

nap gash clasp pass past hat . patch

rap . hash brass vast mat  thatch

sap lash grass blast pat

tap mash class rat
chap rash glass sat

clap sash : vat

flap clash brat

slap crash chat
snap  smash flat

trap stash Cslatt

trash scat

S,
Literazy Voluntears of America, ine.

that



APPENDIX

WORD PATTERNS-—continued
SHORT E SOUNDS
etk -ed ~eq ~alf -ell -elp -elt ~em “en ~end
deck bed beg elf bell help belt hem den end
heck fed egg setf deil yelp felt them hen bend
neck led keg sheif fell melt stem | men lend
peck red leg hell pen ménd
check wed peg sell ten send
speck bled tell glen blend
P well- - e e SpETIE

sled vell when trend

shed quell

sped sheil

smell

spell

swell

~ent ~ept @55 ~est g}

bent kept less best bet

dent wept mess nest get

- lent bless pest. jet

rent chess Test let

sent dress test met

tent ' vest net

went west pet

spent chest set

crest wet

quest yet

fret

litgracy Valumeers of Americo, Inc.



APPENDIX

WORD PATTERNS-——comtinued

SHORT | SOUNMDS

b -ick -id -ift -ig -ilk il im
bib kick bid gift big bitk bill dim
fib tick did lift dig milk fll him
rib nick hid nift . fig silk gilt im
crib pick kid sift g hil} skim
sick lid drift pig Idl) slim
Lotek o omd o shift Tig. mill....swim..
wick grid swift’ wig pill trim
brick skid brig rill whim
trick slid swig sill
chick till
thick will
click chili
flick drill
stick grill
quick quill
stick spill
skill
still
-ing -ink «int -ip «ish -iss -ist -it
bing ink hint dip dish hiss fist it
ring pink mint hip fish kiss tist bit
sing sink tint lip wish niss mist fit
wing wink flint nip swish biiss twist hit
bring blink rip ' kit
fling slink sip lit
sling stink tip pit
sting think Zip sit
swing yip. wit
thing chip grit
ship mitt
whip quit
flip sl
slip - skit
grip - Spit
trip twit
quip
skip
snip

Literacy Yoluntaars of America, inc,

in
bin
din
fin
kin

sin
tin

chin
shin
thin
grin
skin

. spin
twin

-itch
itch
ditch
pitch
witch
stitch
switch

 -indch

inch
cinch
pinch
clinch

siX

mix
six
twix



TUTOR & 1

APPENDIX

WORD PATTERMS-—continued
SHORT O SOUNDS
-ob ~oek ~od ~og -oli “OR -ond ~0ng -0t ~0X
cob cock cod bog doll on bond bong cot O%
fob dock God cog ioll don fond  gong dot box
gob hock - hod dog moll non pond long got fox
job lock nod fog yon SONg hot
rob mock pod hog tong ~ not
o peck T rod T ey Srorig Bot
sob rock sod iog strong 10t
blob sock clod clog blot
siob tock plod frog clot
snob clock shod smog plot
flock slot
crock shot
frock spot
shock trot
smock’
stock

Literacy Wolnteers of America, ing,



APPENDix

LCECL I

WORD PRITERNS—continued

SHORT U SOUNDS

-ub sk -gd -uff -ug ~uif -um ~ymp ~un  -ynch
cub buck bud buff bug cull bum bump bun bunch
dub duck cud cuff dug dull gum dump fun lunch
hub luck rud huff = hug gull hum hump gun  punch
niub muck stud muff ing huli mum fump nun  brunch
pub puck thud puff lug ull rum tump pun  crunch
sub tuck gruff pug nuil glum clump sun
tub chuck stuff ug skull sium .- plump shun
club shuck tug drum slump spun
grub cluck chug scum stump stun
stub phuck thug ~chum  thump
stuck plug
sing
smug
-ung ~unk “yp ~us -ush ~usk ~ust ~uf Uz
dung bunk up us gush dusk bust . but buzz
hung dunk cup bus  hush - husk dust cut fuzz
lung hunk pup plus fush tusk just gut
rung junk sup  thus mush lust hut
sung sunk rush must jut
clung chunk biush rust nut
flung drunk flush crust rut
stung flunk plush shut
swung skunk slush
brush
crush
shush

bteracy Voluniemn of America, bac
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AFPENDIX
WORD PATTERNS—continued
LONG A SOUNDS
“Hee -ude ~tge -gid -ail ~aim -ain ~zint ~aif ~ule
ace fade age aid ail aim gain faint bait ale
face jade cage laid bail maim main paint gait dale
lace - lade page maid fail pain saint wait gale
mace made rage paid hail rain quaint trait hale
Cpace T wade TTEgEURGT AT i  ge
1ace blade wage braid mail brain male
brace glade stage nail drain _ pale
place grade pail grain sale
space trade rail train tale
shade sail chain vale
spade tail plain scale
vail slain shale
wail stain stale
quail
snaii
trail
811 ~gne ~ape ~gse -asie “gie ~ave “ay ~gre -eigh
came cane ape base baste ate cave bay daze eight
dame lane cape case " haste date gave - day faze sleigh
fame mane gape vase paste fate nave gay gaze weigh
game Dane nape taste gate pave hay haze
lame sane rape waste hate rave jay maze
name vane tape chaste late save lay raze
same wane drape ' mate wave may blaze
tame crane grape rate brave nay glaze
blamme shape sate CTave pay graze
flame crate grave ray
frame : grate shave say
shame plate slave © way
' _ skate clay
slate - . play
stafe ' 'fray B
‘ gray
tray
stay
sway

Litsrescy Volunteer of Americo, inc.
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APPENDIX

WORD PATTERNS—continued

LONG £ SOUNDS

=aud
bead
lead
read
piead

bleach

@ Y ~ench
be Dea each
he sea beach
me tea peach
we flea reach
she plea teach
~geth ead Y
beech - deed bee
leech feed fee
heed see
‘need tee
seed wee
weed free
bleed tree
breed glee
creed thee
freed three

greed

speed

steed.

tweed

~paf

beef
reef

sweep

~aeak ~eql -edm ~ean ~eap ~eatf

beak deal bearn bean heap eat

leak heal ream dean leap heat

peak meal searn ‘lean Teap feat

weak peal team mean cheap heat

bleak real cream Wean meat
freak seal ~ dream  clean  -east neat. . _

~ speak  veal  gleam glean east peat

zeal beast seat

steal feast Cheat

least cleat

pleat

treat

wheat

-eek ~eel  -eem ~eep ~eel -ief

leek eel deem beep ©  beet brief

meek feel seem deep feet chief

peek heel teem jeep meet grief

reek . keel keep fleet thief

seek peel ~2en peep greet

week reel keen seep sheet “¥

cheek seen weep sleet carry

creek teen creep sweet marry

sieek  green sheep fweet bunny

queen sieep funny

sheen steep sunny



AFPENDIX

WORD PATTERNS-—continued
LONG | SOUNDS
-ite -ide -ie -ife’ -igh “ight -ike -iid ~ile “ime
lice bide die life high fight bike mild file dime
mice hide lie tife nigh light dike wiid mile lime
nice ride pie wife sigh might hike child pile time
Tice side tie thigh night like rile chime
e vice o tide vie right  mike . tle cime
slice wide sight pike vile grime
spice bride tight spike smile slime
twice glide bright while
slide fright
flight
plight
slight
ind ~ine -ipe -ire -ise -ite -ive -y ye
bind dine pipe ire rise bite ~ dive by dye
find fine ripe dire wise kite five my gye
hind line wipe fire mite hive cry lye
' kind mine gripe hire site live dry Iye
mind nine swipe mire quite . chive fly
rind pine © sire spite drive ply
wind tine tire white fry
blind vine wire shy
grind shine sky
spine sly
swine spy
thine sty
twine L thy
whing try

Literaey Volunieer: af Americo, Inc,



WORD PATTERNS—continued

LONG O SOUND

-0 ~oad ~oum ~oast ~ouf -ohe ~ode “oe -oke ~old
go goad = foam boast oat lobe ode doe coke old
no lcad loam coast boat robe bode foe joke beld
50 road 10am roast ~ - coat globe code hoe poke cold
toad toast goat mode toe woke gold
~onch -oun maoat rode wWoe voke hold
coach ... "0®  joanmo o bioar ... bioke - mold-
poach coal moan float choke sold
roach goal roan gloat smoke told
groan spoke
ole ~oft ~omie ~6ne -gpne -0sa ~05} -oie -gve W
dole bolt dome bone cope hose host note cove bow
hole colt home - cone dope rose most rote dove low
mole dolt  Nome  lone hope pose post ~tote rove mow
pole jolt pone  mope  Tose | vote wove row
role volt tone rope  chose quote sow
~.§tole ZOTie - 3Cope- those tow
shone slope close blow
stone ' flow
gicw
slow
crow
grow
show
snow
LONG U SOUNDS _
rewW ~ule yse ~ute
few mule use cute
hew yule - fuse mute
blew Iuse flute
flew
slew
chew
- crew
drew
grew
stew

U
Literacy Voluntzers of Amgrica, ine.



WORD PATTERNS —contimued

OTHER SOUNDS IN WORD PATTERNS

_rutor o 179

APPERDIX

a1 H

-uught
caught

naught
taught

dew

Jew.

new
brew
crew
drew
grew
chew
flew
siew
stew

“urp ~ursh

-atk .1 -urch  -orge -ark “arm -urn
talk bar march barge bark farm barn ca_rp' harsh
walk car parch large dark harm darn hai marsh
chalk far starch  charge hark charm yarn sharp
stalk jar lark
T T
tar park
scar shark
star spark
stark
-aul -uunth -gunt  -duse W ~aw] -en ~eF 11
haul haunch - gaunt cause caw awl brighten either fern
maul  launch - haunt pause jaw bawl dampen fatter stern
' paunch jaunt  clause law brawl  darken  maiter
staunch taunt maw crawl  freshen  poorer
vaunt raw shaw]  hasten richer
o saw lengthen scatier
chaw shorten :
claw silken
flaw
draw
-ird «irl «irt  ~ourd -pice -oil -gin “oint -pise
bird girl dirt board voice oil coin joint noise
gird swirl shirt hoard  choice boil loin point poise
third twirl skirt coil
whirl squirt foil
soil
toll
broil
spoil

tleracy Yolunteers cf Americo, tnc



APPEMDIX

~0jsf
foist
hoist
joist
Tnoist

-ought
ought
bought
fought
sought
brought
thought

~sion

decision
devision

occasion:-

coliision
television

P
titarccy Volunigars of America, Ing.

00

hoo
Coo
"moo
100
Z00

~004

food
mood
brood

o SROO o

or
for
nor

~ould

could
would
should

-fion

action
motion
niation

meéntion”

fraction
attention

o

cord
ford
lord

=ound

bound
found
hound
“mound
pound
round
sound
wound
ground

-yde

dude .

nude
rude
crude

ook

book
ook
hook

look
noock

brook
crook
shook

=ore

ore
wore
.chore
score

swore

QUK

four
Dour

~ye
rue
sue
blue
clue
glue
frue

~gast

boost
1005t

-orth

forth
north

ool ~00m -pon oop
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Writing (Access for All)

The Writing Process

The writing process consists of composing, spelling and handwriting.
Composing involves planning and expressive language skills, which include
the following:

» the ability to formulate and articulate ideas (although this might
be in a non-spoken form such as sign)

» the awareness of linguistic boundaries, e.g. a sentence

« narrative skills such as sequencing, structuring

= vocabulary to achieve expressive purposes such as describing or
explaining, including the ability to use language non-literally as in
idioms, analogies, figures of speech

s knowledge and use of syntax, including grammatical usage, use of
complex syntax and linking words

» the ability to categorize and classify.

Producing a piece of writing relies on putting ideas into a written form, that
is, being able to spell and write by hand or produce all the words through
some other form, e g. technological. Writing and spelling must be automatic
in order for the writer To concentrate on expressing his or her ideas. If
learners are unable to develop automatic spelling and writing, they will find it
extremely difficult to express themselves on paper.

Spelling is a sub-skill of writing; it is primarily a visual-motor skill. Whereas
reading relies on recognition, spelling relies on the recall of a precise
sequence of letters. A good speller is able to see if a word looks right and
will have integrated the conventions of English spelling to be able to suggest
an alternative if it looks wrong. The motor memory is also important in
spelling: The good speller can spell automatically, without thinking about the
letters, and can 'feel' if the hand makes an error. Those who can use phonics
will integrate sound with letter patterns, but good spelling is achievable
without it: for example, the profoundly deaf can become good spellers.



Writers with different disabilities or learning difficulties will find different
aspects of writing more or less problematic, and may have profiles as writers
which cross several levels.

Spelling difficulties

Spelling is rightly a priority for many learners. If they cannot make even an
approximate guess at a spelling, or have 1o think about the spelling of nearly
every word, any attempts at expressing their ideas are severely limited.
Even if their spelling does not seem 'that bad’, spelling problems will
interfere with learners’ ability to write at the level of their spoken language
or to express the complexity and range of their ideas.

Learners may have a range of difficulties with spelling:

« poor visual memory for words

» sequencing and directional (e.g. b/d, d/g) confusions

« omitting or confusing sounds because they cannot discriminate or
hold them in short-term memory

» poor motor integration or eye-hand co-ordination which results in
omitting or repeating letters or syilables.

Dyslexic learners and many with learning difficulties will have problems
remembering and applying rules, as well as acquiring the conventions of
English spelling. English spelling conventions will also be difficult for deaf
learners whose first language is sign,

Handwriting and motor co-ordination difficulties:
dyslexia, dyspraxia and dysgraphia

Handwriting problems may be caused by a physical disability, fine motor
function impairment, or poor motor integration, i.e. the inability to integrate
the motor function in order to develop rapid autematic handwriting. The
latter is sometimes called dysgraphia and may be a part of a greater motor
integration and/or spatial perceptual problem, often called dyspraxia, or may
be part of a general dyslexic problem. Current research suggests that
problems in developing automaticity is a feature of dyslexia.

Learners with these difficulties may have to think about every letter as
they construct it, and may find it difficult to follow a motor sequence or



change direction when forming letters. This means they forget what they
want to say, as all their concentration is going on forming the letters. They
may have difficulties with controlling the pen, which results in an aching
hand after a short period of writing. Also letter construction may begin to
break down and become messy and unreadable.

Poor motor integration may result in the hand not doing what is intended; for
instance, the hand may go up to make a 'b’ instead of down to make a 'p’, or
may repeat a letter pattern. This can result in a lot of crossings-out and
frustration, as well as unintended spelling errors.

Poor handwriting may be compounded by physical factors such as poor muscle
tone.

An effective approach to handwriting problems should include a
combination of the following:

1. explaining and exploring handwriting difficulties with the learner,
along with demonstrating how we write (i.e. forming letters while
moving across the page)

2. physical strategies to develop control such as squeezing a tennis ball,
using large movements to practice handwriting, e.g. on newsprint taped
1o the wall, exploring writing aids or pens to find what works best

3. teaching letter formation and cursive writing directly - this can be
practiced in the context of an individual spelling programme

4. exploring alternatives, e.g. computer keyboard and/or voice-
recognition technology, keyguards, concept keyboards, touch screens,
efc.

Many will find that use of the keyboard helps, as it does not require the user
to follow a mofor sequence, but only to tap a key. It also frees them from
endlessly crossing out words and enables text to be moved around easily. For
others, motor problems are so severe that even the keyboard is difficult,
and voice-recognition technology is essential in enabling these learners to
develop writing skills.

Diagnostic assessment

Writing analysis based on a piece of free writing is an excellent way to make
an informal diagnostic assessment. In order to use a piece of writing
effectively, however, the piece of writing should be of the length and at the



‘level the learner is using in his or her life, work or on a training course, using
an appropriate range of vocabulary. This will need to be established with the
learner. The learner should also be encouraged to aim for fluency and not to
worry about spellings. It is better to make a guess at spelling in order to
concentrate on using the words the learner wants.

The teacher should observe the learner writing, e.g. how he or she holds the
pen and paper and forms the letters, whether there is pressure on the pen,
whether the learner has to stop and think about spellings, etc.

Learners may have difficulty with any or several of the following:

¢ getting ideas down on paper, including word retrieval
» planning and organizing information and ideas

» expressing ideas coherently

« Internalizing conventions of written texts

» grammar and sentence structure

» vocabulary and expressive language

« spelling, often aveiding words they cannot speli

+ handwriting

¢ punctuation

«  proof-reading.

The teacher should then analyze the above, including range and complexity
as well as accuracy (for more detailed guidelines, see Klein (1993)).

The writing analysis should form the basis of a discussion with the learner
about strengths and weaknesses and strategies the learner uses. This in turn
can not only help to establish the learner's profile of skills, but also help to
determine appropriate strategies to develop skills and compensate for
difficulties,

Spelling error analysis

Spelling error analysis is particularly useful not only in identifying spelling
difficulties but also in helping learners to find strategies for learning
spellings that suit their strengths and weaknesses,

To get an accurate picture of a learner’s spelling difficulties, it may be
useful to give the learner a dictation. This is because in a piece of free
writing the learner may avoid words that are difficult, and also because a



dictation will include words with a range of letter patterns and sounds and
thus show up specific difficulties more clearly.

Consequently, when choosing a dictation, one designed for diagnostic
purposes will give the most accurate information of the learner's
difficulties. The learner also needs to make between 20 and 25 errors to
give a clear picture of the pattern of difficulties. The tutor should explain
to the learner that it is important to make errors so the problems can be
identified; learners need to understand that it is not a test and that errors
are 'good’.

Errors can then be categorized as good phonic attempts, sequential errors,
errors that show lack of knowledge about rules or conventions, errors that
show problems with discriminating or holding sounds, and errors that show
poor motor integration. (For a diagnostic dictation and details on analyzing
errors, see Klein (1993). For a range of appropriate diagnostic dictations,
see Sunderland et al (1997).)

The analysis of spelling errors can help teachers and learners to focus on
the 'difficult bits' of the word and thus to show the learner that he or she
spelled a lot of the word right. They also help to focus on the type of
problem, for example that the learner can't "hear’ the sounds; thus, there is
both a reason for the poor spelling and a positive way of approaching it that
does not rely on sound, e.g. through visual patterns and words within words.

Phonics and spelling

Phonics can be a useful aid in teaching spelling, but it is important to be
aware of its limitations. As spelling is primarily a visual-motor skill, spellings
must be learned and recailed. Good spellers rely on the look of the word.
There are many alternative ways to spell common sounds in English: for
instance, parents, parants, pairents, pairants, pearants, pearents are ail
acceptable phonic variations, yet only one is correct.

Partially hearing and deaf learners will have obvious difficulties with phonics.
Many dyslexic learners will be unable to discriminate, segment and/or hold
sounds in the short-term memory as they write. Learning letter strings and
-word structure through visual and meaning-based strategies is generally
more effective for these learners and can help them see when a word 'looks
right'. Even learners with poor visual memories for words will need
strategies such as exaggerated pronunciation or a mnemonic to help
remember what words look like, e.g. k-nife, kitchen knife.



Parts of Speech

Nouns
A noun is the name of a person, place, thing, or idea. Nouns are of ten but not

always by an article (a, an, the).

Pronouns
A pronoun is a word used in place of a noun. Usually the pronouns substifutes
for a specific noun, known as an antecedent,

Verbs
The verb of a sentence usually expresses action or being, It is composed of
a main verb possibly preceded by one or more helping verbs.

Adjectives

An adjective is a word used to modify, or describe, a noun or pronoun. An
adjective usually answers o of these questions: Which one? What kind of?
How many?

Adverbs _
An adverb is a word used to modify a verb, an adjective or another adverb.
It usually answers one of these questions: When? Where? How? Why?

Prepositions

A preposition is a word placed before a noun or pronoun to form a phrase
modifying another word in the sentence. The prepositional phrase nearly
always functions as an adjective or as an adverb.

Conjunctions
Conjunctions join words, phrases, or clauses, and they indicate the relation
between the elements joined.

Interjections
Interjections are words used to express surprise or emotion.



Informal Assessment of Writing
Look for the following things when reviewing student writing:

1. Fluency: How much do students write? Does the text seem to flow?

2. Structure: does the text have structure? Does it narrate; describe;
give a sequence; go through the process; give examples; list reasons,
causes, effects; state a problem and offer a solution? Or does the
text seem to ramble on with no apparent sense or organization.

3. Vocabulary: Do students vary use of vocabulary or do they constantly
use the same words over and over again in their writing/ Do they use
vocabulary appropriately? Is the vocabulary concrete (words you can
'see’), or do they use vague pronouns and linking verbs (is, was, were)?

4. Development of Ideas: Do students explain key ideas, using examples
or details? Or do they expect the reader to read their minds?

5. Syntax {word order within a sentence) '

Do all sentences follow subject and verb pattern or do the students
vary their sentence structure with introductory phrases or clauses?

6. Mechanics and Usage: Does student have trouble with spelling,
subject-verb agreement, pronoun agreement, verb forms, pronoun
forms, punctuation, or capitalization? Do student write incomplete
sentences (fragments) or run several sentences together with commas
or no punctuation?



Journal Writing Ideas

Interesting things you see and hear

Personal thoughts and feelings

Ideas for stories or poems

Subjects you are studying

Important events

Books you've read

Daily happenings

Writing a poem



Types of Journals

Dialogue Journal
In a dialogue journal, you and a friend, family member, or teacher write to
each other. You can write about experiences you've had, books you've read,
and ideas you think about.
Diary

A diary includes daily events in your life. In a personal journal, you would
think and write about these events rather than simply record them.

Response Journal

You may have strong feelings about some of The books you read. You can
write about these feelings in a response journal.




Lizing a dialogue journal
z g

Introduction
There are many ways o use a dialogue journal. Be creative and adapt the
activity to The situation and the learner's needs.
Keeping o dialogue journal can be a practical way to help learners:
» develop reading and writing fluency
» improve spelling and handwriting
s understand That writing is a means of communicating, and
» make reading and writing part of everyday life.

Using dialogue journals gives teachers an opportunity to interact with
learners on a personal level, if appropriate, or on an academic level.
Teachers can:

» answer questions asked by the learner

e ask questions that help clarify learners’ thinking or stimulate ideas

« get to know more about the learrers, their language, and their

cutture, and
» use The journal as a record of a learner's progress.

Guidelines

Here are some guidelines to follow when you use diclogue journals:

s Be aware that oral societies may resist The use of diglogue journals.
It may not make much sense to Them o write to someone who is
present and car easily be engaged in conversation.

« Be careful that subjects you write about are culturaily acceptable.

s Decide whether or not fo correct the journal entries of learners.

0 Some people believe that journals should be corrected and are
a good place to work on spelling and grammar. Adult learners
especially often want their work corrected.

3 Other people believe the teacher should not correct spelling,
grammar, or handwriting mistakes, but should model correct
spelling or usage in the return entry as part of the reply to the
learner and use problem words more than once to reinforce
their correct usage.

o Use journals outside of classroom situations on a more personal level.



Steps
Here are the steps to follow to use dialogue journals with learners:
1. Write a personal message in the journal that is designed to get a
response from the learner.
Examples: Start with a question such as
e "Have you planted your garden? What do you usually plant?"
o "What is the next event to ceiebrate? How will you celebrate
e
2. Have the learner write a response and return the journal to the
teacher to confinue the dialogue.
Variations:
+ Have the class discuss and agree upon a question for the next
entry in the journals.
» Have learners exchange journals and read each other's
thoughts and ideas.
s Instruct learners to make specific kinds of entries in the
journals:
O Questions about classroom material that is unclear.
[ Reactions to specific classroom material or activities.
Tl Feelings about the training or other common
experiences.
A summary of the training or a day's class.
3. Continue to exchange the journal in this way to keep the dialogue

going.

Sources
s Froese 1991
s Holdaway 1979
s Laubach Literacy Action 1994:107.
« Robson, DeVergilio and DeButts 1990
s Staton and Kreeft-Peyton 1986
e Weaver 1990
s«  Whisler 1986




In Their Own Words

The Language Experience Approach:
A Method to Reach Reluctant or Struggling Readers

What should you do when your student just can't get the hang of reading or
writing? And what should you do when he or she balks at reading the books you
have available? The "language experience approach” is a wonderful way to get ALL
students eager to read and write. Tutors using the language experience approach
take dictation from their students, (or have the students do their own writing)
then use the students’ own words as reading material. Sometimes tutors will
engage their students in some activity beforehand to provide a topic that
students will want to talk about.

Here's an example of how you might use this effective approach:

1 Ask about a subject (be it a television show, video game or a recent experience)
that your student enjoys. Encourage your student to talk about what interests
him most, in whatever manner is comfortable for him.

2. As your student speaks, neatly write down his experience IN HIS OWN
WORDS. If he says "don’t" where you would say "doesn’t", you should still
write "don't.” This is the time for your student to express his own thoughts in
his own way. Of course, you'll want to write with printed letters, not cursive,

3. When your student has finished his description or narration, review his “writing"
and read it together. You may be surprised how easily your student can read his
own words--even words that might otherwise be considered difficult.

4. Your student’s creation will be important to him and should be treated as such.
Encourage him or her to illustrate it and/or staple it into the form of a book.
(Although older students may not be interested in this last step, the language
experience approach is useful at any age.) Many feachers and tutors find that the
language experience approach is enjoyable as well as effective. What could be more
interesting for a student than reading his own words about a subject that he knows
and cares about? Or a story that he has created ali by himself?



Language Experience Story
The text that results from a language experience activity from the
learner's personal experiences

Creating language experience stories is a practical way to teach that reading
and writing are like taliing. It nelps learners understand that what they
think about and say can be written, and what is written can be read.

Guidelines

Here are some guidelines to follow when you create a language experience

story:

s Write the story on a chalkboard or a writing pad ot first so that is easy
To edit.

s Have learner begin to write the stories themselves as they progress

s Progress in their reading ond writing skills.

Steps for Individual Language Experience Story

Have the learner dictate an experience or story to you.

Write down what the learner says.

kead back to the learner what you wrote to be sure it is correct.
Decide with the learner whot changes to make, if any.

Read and reread the story together, Tracking as vou read.

e o

roup Language Experience Story

Here are the steps To follow To create a group language experience story:
1. Arronge a language experiernce activity.

2. Invite tearners {one ot a time) to dictate a sentence about the
experience for The story.

3. Write on the chalkboard exactly what they say.

4. Read the story back to them, and then decide with the learrers what
changes to make, if any.

5. Read and reread the story together, Tracking with a pointer.



Writing Domains

Introduction

The four writing domains are categories that define the purpose of writing.
Inorder to be o competent writer, students must have exposure to and
experience each domain.

These ideas will help balance the writing program. Each student has a
particular writing strength, and by creating a balanced writing program, you
are assuring that each of your students can experience success. Use the
ideas to plan lessons and develop a vearlong writing program that includes
activities from all the writing domains. The results will be improved writing
skill for all of your students.

Teaching the Domains

A3 you begin To teach the writing domains, you will notice that it can be
difficult Yo cotegorize o writing task as one particular domain. Explain o
students that your expectation is to see the focus of the piece dictated by
the writing domain of the assignment.

There are several ways fo introduce the writing domains. Spend a month or
two on each of the five domains, exploring the activities within that domain,
Or, explore o popular theme af the student's leve! and use a variety of
writing domains to accommodate the purposes of the lessons and activities.
The important thing is placing equal emphasis on all the domains s all
students con experience success.



Practical/Informative
Most writing in the practical/informative domain focuses on social and
business correspondence. The goal of the writer is to provide clear
information to the reader.

It js very important for students fo understand that when writing in this
domain, their goal is to present information, not analyze it. Use the example
of a news report versus a commentary to illustrate.

When writing in this domain, students need to show attention to details and
have a deep concern for accuracy. They should also take notice of the tone
and clarity of the piece.

Ideas
Write a recipe
Write weather or sport report
Write your home address
Write the letters of the alphabet
Write the instructions for your favorite game
Write an advice column dealing with o common problem
Write an invitation to a party
Write a business letter complaining about a product
Write a news report on ¢ current event
Write a self-assessment on a recent assignment
Write an essay about your qualifications for a summer job
Write a thank you note
Write a repart about an accident on the nlayground
Write a postcard from a vacation location
Write a letter of reference for a friend
Write directions for how to build or meke something
*Write a memo to the caseworker about a housing concern
‘Write notes on a lecture
*Write directions to get from your home to your job



Imaginative/Narrative
The focus of the imaginative/narrative (creative) writing domain is o tell a
story, based on an actual or fictional experience.

The story should tell the reader what happened using as many details as
possible. The story should be told in chronological order, thereby making
sequencing skills critical To this domain.

As students write Their stories, they should focus on ordering, creating
seamless transitions between paragraphs, building suspense leading to the
chimax, and developing o clear beginning and ending.

Ideas
Write what an object would say if it could talk
Write captions for a cartoon you draw
Write a fictional biography for a famous person/athlete

Write about a special memory you have

Write o riddie
Write your interpretation of an old saying
Write The dialogue beTtween Two animals
Write a plot for a mystery story
Write about your first day as principal of a school
Write about a day you would like o live over again
Write a fairy tale twist
Write a fable
Write a new ending to a story
Write about an imaginary friend you have
Write a myth
Write new words to a popular song
Write a limerick
Write your acceptance speech for the Oscar you won
Write a play where two favorite TV characters meet
Write a tall tale
Write a page in the class diary
Write a summary for a story your teacher read

L



Sensory/Descriptive

The sensory/descriptive domain challenges students to create a picture for
the reader using words. It is necessary for writers to draw upon all of their
senses o create vivid descriptions.

When students write in this domain, they should make every effort to
choose precise words that engage the reader and make him or her
experience the writer's feelings and perceptions.

This is often described as the easiest domain because it deals with the

concrete.

Ideas
Write a detailed description of a character
Write a journal entry about an event that happened today
Write dialogue between two characters in a story
Write an advertisement for your favorite toy
Write an acrostic poem
Write a diary for a story character
Write a list of descriptive words for each sense
Write a character sketch
Write a letter to a friend describing a good day you had
Write a description of your favorite animal
Close your eyes for one minute. Describe what you heard.
Write a Haiku
Write about a piece of artwork in detail
Write a diamante poem
Write a list of words to describe your emotions
Write descriptive clues about a famous person.



Practical/Informative
Most writing in the practical/informative domain focuses on social and
business correspondence. The goal of the writer is to provide clear
information to the reader. '

It is very impertant for students to understand that when writing in This
domain, their goal is To present information, not analyze it. Use the example
of a news report versus a commentary to ilustrate.

When writing in this domain, students need to show attention to details and
kave a deep concern for accuracy. They should also take notice of the tone
and clarity of the piece.

Ideas
Write g recipe
Write weather or sport report
Write your home address
Write the letters of the alphabet
Write the instructions for your favorite game
Write an advice column dealing with a common problem
Write an invitation to a party
Write a business letter complaining about a product
Write a news report on a current event
Write a self-assessment on a recent assignment
Write an essay about your qualifications for a summer job
Write a thank you note
Write a repart about an accident on the playground
Write a postcard from a vacation location
Write a letter of reference for a friend
Write directions for how to build or make something
*Write a memo tfo the caseworker about a housing concern
Write notes on a lecture
*Write directions to get from your home fo your job



Imaginative/Narrative
The focus of the imaginative/narrative (creative) writing domain is to tell a
story, based on an acTuqi or fictional experience.

The story should tell the reader what happened using as many details ag
possible. The story should be told in chronological order, thereby making
sequencing skills critical To this domain.

-As-students write their stories, They should focus on ordering, creating.
seamless transitions between paragraphs, building suspense leading to the
climax, and developing a clear beginning and ending.

Ideas
Write what an object would say if it could talk
Write captions for a cartoon you draw
Write a fictional biography for a famous person/athlete
Write about a special memory you have
Write a riddie
Write your interpretation of an old saying
Write the diclogue between Two animais
Write a plot for a mystery story
- Write about your first day as principal of a school
Write about a day you would like Yo live over again
Write a fairy tale fwist
Write a fable
Write a new ending to a story
Write about an imaginary friend you have
Write a myth
Write new words to a popular song
Write a limerick
Write your acceptance speech for the Oscar you won
Write a play where two favorite TV characters meet
Write a tall tale
Write a page in the class diary
Write a summary for a story your teacher read
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Technological
This is an addition to the traditional four writing domains. It is added 1o this
resource To draw attention to the need for student to develop the skills to
write in a technological environment.

The activities provided are those which students will need experience with in
order to be successful in the information age.

Ideas
Write an e-mail message
‘Write text for a web page
Write a message to an online pen pal
Write a multimedia report
‘Write a storyboard for a video
Write a script for a video
. Write search terms for a web site
Publish your writing online
Complete an online form
Sign an online guest book



Analytical/Expository
The analytical/expository domain places emphasis on careful organization
and development. The intention is to detail the 'how' and 'why' about a
subject.

The writer's goal in this domain is to explain and analyze information as well
as influence and persuade the reader.

This domain is described as the most difficult because it is the most
'ObSTY’GCT.' et

Ideas
Write an analysis of a character's actions
Write an outline to use to write a report
Worite an editorial on a topic you are interested in
Write some good excuses for not having your homework
Write a persuasive lefter to your parents about a priviiege
Write a movie review
Worite a research paper
Write a speech about an issue you feel strongly about
Write a letter to the editor of the school or local newspaper
Write and opinion paper on violence in television

Write an arficle for the local newspaper

Write a campaign speech

Write an analysis of your progress at school
Write an argument for a debate

Concetta Doti Ryan (1998} Quick Flip Ideas for Writing Domains: Tnprove
Wiiting Skills at Any Age with the Flip of a Page,
Darna Porat. ca: Edupress, Inc.



Guidelines: Writing For Adults
With Limited Reading Skills

Developed by: Nancy Gaston and Patricia Daniels, FNS

Introduction

Approximately 27 million U.S. adults are considered functionaily illiterate. This
means they have not learned to read or cannot read well enough to understand most
of the printed material available--and necessary--in today's society.

Tdentifying these people can be difficult. Many have learned to cope, in varying
degrees, with their literacy handicap. Many manage to hide their limitations from
most of the people with whom they inferact.

The following guidelines are intended to help in preparing written materials for
adulfs with limited reading skills. It is directed to writers and editors who have
never written for low-literacy audiences or who want o sharpen their skills, as well
as to persons not trained as writers and editors buf whose responsibilities require
preparation of such materials.

The materials discussed in the guidelines are assumed to be informational; the goal
is to prepare messages from which readers can gain knowledge. Basic pointsin =
preparing any informational material are addressed: Know the characteristics of the

--audience-so that-the material is appropriate; clearly identify and organize The. oo

message; and present the material in a way to get and hold readers’ attention long
enough for them to refain the message.

The guidelines do not contain new information. Rather they present information
compiled from a variety of resources. Neither are they meant to be comprehensive.
Additional grammar, art, graphics, and design resources might be needed to
supplement the information, depending on the author's writing and editing
experience. A selected list of references for additional information is included in
this booklet.

Many of the examples used in the guidelines relate to food and nutrition, however,
the concepts they illustrate are applicable to any topic.

After you have used or read "Guidelines: Writing for Adults With Limited Reading
Skills", please evaluate its usefulness. An evaluation form is included in the back of
the booklet. Your comments and evaluations will help the author develop any future
supplemental materials or revisions to the guidelines.



Know Your Audience

To be effective in writing for adults with limited reading skills, you must understand
some of their characteristics. Keep in mind one basic point -- the lack of good
reading and comprehension skills is not an indication of your readers’ infelligence.
Your writing style should be simple and direct without “talking down" to them. A
reader with limited reading skills often:

» Reads at a level ot least 1 to 2 school grades below the highest grade
completed. Anyone with a reading level below the 5th grade does not have
enough language fluency to make good use of written materials.

o Has a short attention span. The message should be direct, short, and

o spedific R S

» Depends on visual cues to clarify and interpret words. Appropriate pictures,
illustrations and graphics must work in conjunction with words.

o Has difficulty in understanding complex ideas. The message must be broken
down into basic points with supporting information.

» Lacks a broad set of inferences other than personal experiences from which
to draw when reading. Personally involving readers by applying the material
to their lifestyle makes it more meaningful.

Deciding On And Organizing Your Message

Ask yourself what the reader needs o know about the subject. List the ideas or
concepts you want to convey and refine them to their simplest forms. Then organize
the presentation of your message.

e Be consistent in presenting and organizing the information, from idea to idea
and from page 1o page. Consistency provides continuity to help the reader
follow the points you want to make,

o  Put imporfant information either first or last, Even good readers have a
tendency to forget or skip over information between the introductory and
summary sections.

e  Summarize or repeat ideas or information often to refresh a reader’s
memory, particularly when preparing materials in a series.

o Present one idea on a single page (or two pages if they are face to face).
This allows the reader to complete an idea with out the distraction of having
to turn pages. Simple ideas should not need more than two facing pages.

»  Stay with one idea at a time, presenting only the most relevant information.
Avoid going off on tangents. : : :

s Be specific, concise, and accurate so the reader has only the most essential
information to think about or decisions to make while reading. Break complex
ideas down into sub-ideas.



s Start with the completed idea you want understood, then provide an
explanation or give "how to" information.
s  Sequence information logically. The following are ali good sequencing
technigues:
o Step-by-step(1,2,3)
o Chronological (a time line)
o Topical {using main topics and sub-topics)

Writing Your Message

To the Unskilled reader all of the physical elements of the written message are
impartant. Words, sentences, and paragraphs should all work together to make
reading easier, enjoyable, and more easily comprehended. Your goal is to keep the
"story" or message moving so it does not get boring.

Choose and use your words carefully, That does not necessarily mean using fewer

words to explain an idea. Unskilled readers can become frustrated and disinterested

in the material if they do not understand or relate to the words on a page.

The list of frequently used written words given on page 16 can be helpful in word
.gelection. Words appropriate.to the cultural and environmental backgrounds of the

readers can be added to the list.

o  Avoid using abstract words/phrases. If you must use them, help the reader
understand them through examples and pictures. For example:

Avoid: "Labels let you on the inside.”
Better: "Food labels can tell you a lot about the food inside the package.”

s Use short, non-technical words of the two syllables or less. Hyphenated
words are counted as one polysyflabic word.

o Use live, active VERBS and strong, concrete NOUNS to add strength and
emphasis to sentences, Avoid adjectives and adverbs. For example:

KEEP your own YARD and STREET clean.

PICK up TRASH around your HOME.

PUT TRASH in the proper CONTAINER.

WORK with your NEIGHBOR to clean up AREAS in your NEIGHBORHOOD
and to keep them clean,

e Use words and expressions familiar to the reader. If you must introduce
unfamiliar words, explain them through simple definition, word/picture



associations, or by example. Repeat new words at short intervals o make
them familiar. For example:

Aquaculture

Many farmers raise catfish and other fish in ponds on their farms. This kind
of farming is called aquaculture.

Aguaculture farming works this way. Farmers buy small fish called
fingerlings and feed them in the farm ponds. The fish grow to weigh about
one or two pounds. Then they are caught and sold to grocery stores and
restaurants.

A lot of catfish can be raised in a pond. Aquaculture is a good way to raise a
lot of food in a small space. Aquaculture is a good way for some farmers o
make money.

» Avoid sentences with double negatives. Use of negative words may not be
objectionable, but positive statements are more motivating. For example:

Avoid: Do not eat hon-nutritious snacks."
Better: "Choose snack foods that.are high in nutrients"

_» Avoid awriting style that uses:

-abbreviations {unless commonly recognizable, i.e.USA)
-contractions

-acronyms

~unfamiliar spelling of words

-quotation marks

Persons with limited reading skills may not understand them and, more
importantly, their eyes may not read over them smoothly.

e Avoid statistics. Often they are extraneous and difficult for unskilied
readers to interpret.

o Use words with single meanings. Based on how they are used, words, like
pictures, can mean different things fo different people. For example:

"Poor readers" (unskilled)
"Poor readers” {limited income)

Tips On Writing Sentences

e The three key elements of a sentence (length, punctuation and structure)
work together to provide sentence rhythm. Their use or misuse influences



the clarity and comprehension of a sentence and the reader’s attention. To
keep your reader’s attention vary sentence rhythm.

Sentence length. Short sentences averaging 8-10 words are ideal. Longer
ones tend to contain multiple ideas. They probably should be made into two
sentences. To keep sentences short avoid unnecessary words, descriptive
phrases and clauses, and parenthetical expressions (clarifying or explanatory
remarks put in parenthesis).

Sentence punctuation. Asking questions to emphasize a poinf is a good
technique, wouldn't you say? Exclamation points are good for emphasizing
your message, tool But, they can get misused through overusel So watch itl

Sentence structure. Usually the subject precedes the verb in a sentence.
But sometimes, to vary sentence structure, try putting the verb in front of
the noun, For example:

“The use of exclamation points should be minimized."
"Minimize the use of exciamation points.”

s Write generally in the active voice. Active sentences place "doers” before.
"action," clearly showing the "doer" doing the action. Active sentences
present concise, logical, and more direct information fo the readers, making
a stronger statement than passive sentences. Passive sentences have a form
of the verb "o be" (am, is, are, was, were, be, being, been) plus a main verb
ending in "en” or "ed", Often passive sentences are werdy and roundabout.
The receiver of the verb's action comes before the verb, and the "doer”
comes after. For example:

Active: "Jane identified a variety of trees™
(doer) (verb)(receiver)
Passive: "A variety of trees were identified by Jane."
(receiver) (verb} (doer)

Tips On Writing Paragraphs

s Tell readers only what they need fo know. Excess information can be confusing and
distracting. For example:

Excessive:

"There are many ways to keep food safe to eat. One way to help keep food safe is o
always wash your hands before getting food ready to eat. Other things that touch
the food should be clean, too, such as pans, knives, spoons, countertops, mixing bowls
and dishes. This is very important if you plan to eat the food raw, such as in green



salads. You can pick up bacteria on your hands from things you touch during the day.
The bacteria can get on the food you are preparing. There are many kinds of
bacteria. Some bacteria will not hurt you, but some of the bacteria can cause you to
be ill. Every year many people get ill from eating foods that were prepared by
someone who did not keep their hands or cooking tools clean.”

Beiter:

"Always wash your hands before getting food ready to eat. Make sure the pans,
knives, bowls, spoons, cutting boards and other cooking tools are clean before you
use them. Keeping your hands and cooking tools clean is VERY important if you plan
to eat the food raw, such as in a green salad.”

Sequence information logically, Build connections between what the reader already
knows and cny new information presented. For example:

"You may know someone who was sick from eating food that was spoeiled. Sometimes
spoiled food does not look or taste spoiled. Here are some rules that can help you
keep food safe to eat.

Keep food clean.
Keep hot foods hot.
Keep cold foods cold.”

Use Shorfpar‘agr'uphs e e e

Tips On Headings

Headings are useful organization tools. They give an ordered look to the material, help
readers locate information quickly, and give cues about the message content,

Short explanatory headings are more instructional than single words that tend to be
abstract. Abstract words are not specific enough. If readers must decipher words,
you \ may lose their attention,

Visuals with headings allow readers to react before more detailed information is
given, particularly if the information is new.

Headings are most effective when used with longer paragraphs, but for unskilled
readers they are aiso appropriate for shorter messages.

Captions or headings should summarize and emphasize important information.



Using Illustrations To Support The Message

Photographs and line art attract and keep a reader’s inferest and are often remembered
longer than words. Properly chosen and placed illustrations make the fext more meaningful
and reduce the burden of details in the text.

THlustrations should be used with a specific informational purpose in mind, not just as
decoration, They should emphasize, explain, or summarize the text.

» Place illustrations, along with any captions, next to the related text.

o Use captions or text that tell readers what to look for in the illustrations. People
see different things in the same picture, based on their experiences and knowledge.

» Keep illustrations simple by removing unneeded background or extraneous detail,

" Each variation in types of line, shapes, textures, and spatial arrangements adds to
the complexity of the illustration,

o Use realistic pictures of peaple or activities to which a reader can identify. By being
able to identify with characters or action in a picture, a reader may feel more
personally involved with the message. Choose full-face pictures of people or
illustrations that show definite actions that are easy to understand.

» Be cautious in using Two iliustrations showing wanted versus unwanted behavior or
action. If the difference is not distinct, the reader may get the wrong message.

= Illustrations should get the reader's attention and complement the message, not
dominate the reader's attention,

- Formatting To Get Attention

If your written material does not attract the attention of its audience, chances are your message
will never be read. Both the overall visual presentation and the written message are important in
developing useful and effective materials. Your format should be a simple, uncluttered, and
balanced layout of text, illustrations, and design features. Once you have finished formatting, try
the "upside-down" test. if you turn the finished layout upside-down, it should look as good and be

as appealing as it does right side up.



Tips On Design And Layout

Balance illustrations and words with background space. Lots of white space and wide margins
will make your work seem simple and unciuttered.

o Start the message in the upper left corner or upper middle of the page.
e  Puttext and iHlustrations of greatest interest in the places marked by X's around the center square
of a page, as if it had been divided into thirds both horizontally and vertically. For example:

R B y

S — X X




s Number frames of sequential or grouped information. Numbering leads a reader
logically through the message.

s Avoid lengthy lists. Unskilled readers have trouble remembering items on a list. Also,
like most of us, they get bored reading lists.

Tips On Lettering

o Select a style and size of typeface (lettering) that is easy to leok at and read,

o A simple type face without italics, serfs, or curls is good. Handwriting (script) is
difficult for unskilled readers to read. A good range of typeface sizes would be
from 10-14 points.

s Mix upper and lower case lettering together. They are easier to read than

"7 LETTERING INALL CAPITALS. :

s  Avoid crowding letters. Rely on what is pleasing to the eye. Try mixing both
mechanical and optical spacing Techniques:

Mechanical spacing is equal distance between letters without regard fo letter shape.
Optional spacing allows shapes of letters to determine spacing between them.

s Contrast lettering color with background color. The best ink and paper combinations
for reading are those which provide good contrast. Dark ink colors, particularly
black, dark blue, and brown, on white or off-white paper are very legible. If

__photocopies of the material are sharp and clear, the contrast is good.

= Thin, dark lettering on a light background is best. If light- colored lettering on a
dark background is used, the lettering should be a thicker typeface to facilitate
reading.

Tips On Visual Design

Every element of a publication's design should serve a purpose. Heading, visual devices, and
spacing help to attract and keep the reader’s attention, organize the information, and keep
the "story" moving.

Visual devices drow the reader's attention to the most important places on a page. However,
their overuse could be distracting.

e Use arrows, color, and other highlighting techniques to lead the reader’s eye
sequentially from one piece of information to the next.
o Box in concepts that belong together or stress common similarities or dxfferences



Spacing is important, Generally, the size of the page dictates an appropriate column width,
typeface style and size, spacing between lines, and the placement of visuals. Maintaining
consistency in spacing throughout yeur work is important.

Margins, If possible make margins wider af the bottom than at the top of the page and
equalize side margins.

o Use an unjustified right margin. "Justifying" makes consistent spacing within and
between words and can confuse an unskilled reader.

= Justified
o A justified right hand margin

s Kwiil have. e;ch liné end at éxacﬂy

s the same place on the right

e margin and be the same length.

s The spacing will be uneven between

s words. Newspaper columns are
_*good examples of justified

e margins.

» Unjustified

s Anunjustified right hand margin will
s have each line end at different

e places on the right margin. Like

» this example, each line wili be

» adifferent length. No irregularity

s can be seen with the spacing between

e words,
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Columns. Use narrow columns, such as

this one. They are easier to read.

A 40-45 character column is

recommended.

Paragraphs. When paragraphs are short, do not indent. When text is complex, start each
sentence of a paragraph on a new line. Double space between paragraphs; single space
between a heading and the first paragraph,

Words. Avoid putting the first word of a senfence as the last word on a line.

Pretesting Before Production

Pretesting allows an opportunity to evaluate and reassess the material for appropriateness
~-with the target audience. There are two good prefesting resources described in the. .
Readability Formulas section on page 16. Additional materials may be available at your local
library.

Results of a pretest should give feedback on five basic components of effective
communication: atfractiveness, comprehension, acceptability, self-involvement, and
persuasion.

s Attractiveness is visual appeal. Its role is to motivate readers to pick up the
material and read it. Visual appeal includes elements such as:

-Overall design - Title -Color -Iflustrations

o Comprehension is how well the ideas are understood and retdined. Elements that
affect comprehension include:

-Repetition of key words or concepts
-Sentence structure

-Word usage

-Highlighting techniques
-Appropriate reading level

One element the writer cannot control, but which strongly influences
comprehension, is the extent to which a reader's background knowledge and
experiences can be applied to make the material meaningful.

»  Acceptability is a condition (state) of favorable approval or belief. Some elements
that make written materials acceptable include:

-Culturally appropriate iliustratiens and words
-Credibility of the author
-Legibility of typeface

e  Self-involvement is the degree to which readers can apply what they read fo their
own life style. Elements that contribute to self-involvement are:

11



-Action-oriented illustrations that incorporate the
reader's point of view

-Text with personal references

-Words common to the reader's vocabulary.

o Persuasion is the ability to convince the reader to undertake a desired behavior or
accept new information. Persuasion can be achieved through:

-Identifying and presenting topics relative to the
reader's concerns.

-Logically sequencing information.

-Being a credibie author in the eyes of the reader or
quoting a well known, reliable source. .

Checkiist For Written Materials

Check how your materials meet some of the basic techniques on writing for adults with
limited reading skills.

e Need for information is established.

» Information is useful without being extraneous. ™~

s Target Audience is identified. Its characteristics are understood and not forgotten
as the primary receiver of the information.

o Audience is made to feel personally involved andmotivated to read the material.

e Sentences are simple, short, specific, and mostly in the active voice.

+ Each idea is clear, logically sequenced, and limited To one page or two pages, face fo
face. Important points are highlighted and summarized,

e Tllustrations are relevant to text, meaningful to the audience, and appropriately
located.

s Words are familiar to the reader. Any new words are clearly defined. None, or very
few, are three syllables or more.

» Readability level is determined to be close to 5th grade level.

s Layout balances white space with words and illustrations.

12



High frequency words that make up about 60% of written language.

a country hard made parts  think  year
about ¥ has make  people this  years
above have  man picture those  you
acress  day he many  place  thought your

 after -days  head - may..  put . three .. %.. .

again  did help me * through
air different her men time
all do here  might  read times

almost does  high  more  right to

along don't  him most % today

“also down  his  mother  ftogether
always during home  mr. said  too
an * house much  same  took
“and how must saw two
animals each  however my say *
another earth * * school
any end second  under
are enougn I name  see until
around even  if near  sentence up
as  ever  important need  set  us
asked  every in never  she use
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at eyes  into  new should  used

away is next show  ~
* it night  side

far its no since  want
back  father * not small  was
be feet now so water
because . few.... .just.... number .. some . way.
been  find ¥ * something we
before first sometimes well
began  following keep  of sooh  went
being foed  kind  off sound  were
below for  know  often  still  what
“bast - form o * o old e story - when
better found on study  where
beﬁveen four  land once  such which
big from  large  one * - while
both  * last only white
boy left  or take  who

boys  get let  other tell  why
but give life  others than  will
by go light  our that  with
*

going like  ouf the without

good line  over  their  words
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called  got little  own them  work

came  great live % then works
can * long there  world
children look  page  these  would
come  had looked paper  they  write
could hand % part  things ~

"Word Fr’equency Book" by John B. Carroll, Pe’rar Dav:es and Barry thhman Hough'ron
Mifflin Co. and American Heritage Publishing Co., 1971,

Readability Formulas

A readability formula is a mathematically-obtained rating of the grade reading level of
written materials. The vocabulary, sentence structure, and word density are the components
of your material that influence its readability. In general, as sentences become shorter and
less complex and words become simpler (i.e., two syllables or less), the reading level of the
material goes down.
'Tf the reading level of your audience is unknown, then it is probably best to keep the
_ reading level at the 5th or 6th grade level and thus useful to most people.
The two most frequently used readability formulas are the "Fry Graph Reading Level Index"
and the "SMOG Readability Formula." Both tests are quick but useful tools fo help writers
determine the level of difficulty of written materials. However, there are limitations o
their application. First, the tests do not take into consideration the characteristics of a
reader's skill. Everyone's reading ability will vary depending on their interest and prior
knowledge about a subject, Also the fests cannot measure the conceptual difficulty or
complexity of written materials that result from the writer's presentation and organization
of subject matter, It is up fo the writer to know and understand the reading audience well
enough to apply basic writing skills, fo maximize the comprehension of the message, and to
make it meaningful to the audience.
Test your materials with both the Smog and Fry readability tests. Together they can give
you an estimate of the reading difficulty.

15



Readability Formulas

A readability formula is a mathematically-obtained rating of the grade
reading level of written materials. The vocabuiary, sentence structure, and
word density are the components of your material that influence its
readability. In general, as sentences become shorter and less complex and
words become simpler (i.e., two syllables or less), the reading level of the
material goes down.

If the reading level of your audience is unknown, then it is probably best to
keep the reading level at the 5™ or 6™ grade level and thus useful to most
people.

The two most frequently used readability formulas are the Fry Graph
Reading Level Index and the SMOG Readability Formula. Both

e tests are quick but useful tools to help writers determine the level of
difficulty of written materials. However, there are limitations to their
application, First, the tests do not take into consideration the
characteristics of a reader's skill. Everyone's reading ability will vary
depending on their interest and prior knowledge about a subject. Also
the tests cannot measure the conceptual difficulty or complexity of written
materials that result from the writer's presentation and organization of
subject matter. It is up to the writer to know and understand the reading
audience well enough to apply basic writing skills, to maximize the
comprehension of the message, and to make it meaningful to the audience.

Test your materials with both the SMOG and Fry Readability Tests.
Together they can give you an estimate of the reading difficulty.



"Fry Graph Reading Level Index” (1)

The Fry Graph method for determining the reading level of written materials is based on
three 100-word passages. If your materials are shorfer, you may need to modify the
recommended number of words and sentences to use this index. For shorter materials the
"SMOG Readability Formula” may be appropriate.

Steps to using the Fry Graph:

1. Select a total of three 100-word passages, one each from the beginning, middle, and
end of the material. Skip all proper nouns.

2. Count the total number of sentences in each 100-word passage (estimating to the
nearest tenth of a sentence). Average these three numbers (add together and
divide by three). : o L e

3. Count the total number of syllables in each 100-word passage. There is a syllable for
each vowel sound, for example: cat (1}, blackbird (2}, continental(4). (For
convenience you may count every syllable over one in each word and add 100},
Average the total number of syliabies for the three samples.

4. Plot on the Fry Graph the average number of sentences per 100 words and the
average number of syliables per 100 words. Most plot points fall near the heavy
curved line. Perpendictlar lines mark off approximate grade level areas.

Replication of the Fry Graph did not lend it self to the on-line format. For more
information please see Author’s note below.

"5 After plotting these averages on the graph, we find they fall'in the fifth grade are;— = oo e

If great variability is encountered either in sentence length or in the syllable count
for the three selections, then randomly select several more passages and average
them in before plotting.

(1) Edward Fry, "Readability Formula That Saves Time," "Journal of Reading", Vol. 1T, No. 7
{April 1986), p. 512-516, 575-578.

Author's Note: A Fry Readability Scale can be purchased for $3.00 each plus a postage and
handling fee from: Fry Readabiiity Scale, Famestown Publishing, PO Box 6743, Providence,
RI 02940. For orders sent by fourth class mail: $1.00 minimum charge plus 5% for postage
and handling; orders sent by UPS: $2.25 minimum charge plus 10%.
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FRY Grading

Edward Fry (1968, 1977) developed a quick, easy, usable technique for estimating
the reading difficulty of written material for grade one through graduate school.
The graph uses the traditional factors of sentence length (located on either side)
and total number of syllables (located along the top and bottom of the graph.

Directions:

1. Randomly select three (3) sample passages and count out exactly 100 words in
each passage. Begin with the beginning of a senfence and count proper nouns,
initializations and numerals. Choose one passage from the beginning, middle, and
end of the book. Omit front and end matter.

2. Count the number of sentences in the one hundred words, estimating length of
the fraction of the last sentence to the nearest one-tenth. For example, if
your last word is the 4th word in a sentence of eight words you would calculate

thusly:
4 {The last 4 of your 100 words are in a sentence of 8 words)

8 (The # of words in the sentences which contain the last words of your 100
words)

The fraction 4/8 = 5. Your fraction of a sentence is .b.

3. Count the total number of syllables in each 100-word passage.

4. Plot on the graph the following:

1) average syllables (add total number of syllables for three passages and
divide by three)

2) average sentences {add total number of sentences for three passages and
divide by three). '

Plot dot where the two lines intersect. Grade equivalent area is the space
- found between the diagonal lines. Your dot will fall between the diagonal
lines and will show you the approximate grade level.

Definitions:
1.) A word is defined as a group of symbols with a space on either side: thus, JOE, IRA, 1945, and &

are each one word.



spdom Q0T +H2d §379Y TIAS 40 Jequinu aboaaay

24 B9l Fal 0ol gL 241 8kl Vw‘w Ol Bel 2L €81 #2102t gkt dLi 80
it m: p \w. %M - - m@ucu.w:mm
7 Do > 7 i 4 7 uoj
m f ZI 1T e
Fd V4 701 e
] / y 7 . A o 1 m
AR - / Z 4 \&\ 2
i IR R e AN V4 / _
{\ J ANV £ > / il
A A Ve -
_%_ %% K \\W k\\\ b, s e
/ /- o o p il
4 Pd V4 yd .m&_w‘ | @ i |
i AV4 yd i s e il
£ V4 4 Vi A \\ w.\\ ,ifm ol mt\ =
—_
.&\ﬁiﬁ k&@n\k \?leﬁ% _\I.vk ....K.W.»W ™
74 . - et 1 € .
4 p - skn%;__ o ., o P K
Pl o o T s&!\nﬁ _N
- ] ! nla...#\ " ! i\t\!ﬁiﬁ
spuom Buoj e . e ] — e 1
ﬁh.r-& l-..nsln-\ui.n P
! - "] -

(j2A2] 2poub) S2by buipoay buitowiisa Jo) ydoug Aug

12
oz

¢
£E
5'S
8¢

gt
0¥
2%
et
¥
gB¥
8’5
29
g'q
£'5
£8
£'G
Lé
£4
e
LG
ol
Vit
5¢1
£l
L84
oo
+IGE

splom 00T Jad SIINIALNIS J0 Jaquinu abvaany




When using the SMOG formula:

L3

A sentence is defined as @ string of words punctuated with a period, an exclamation mark,
or a guestion mark. Consider iong sentences with a semi-colon as two sentences.
Hyphenated words are considered as one word.

Numbers which are written out should be counted. If written in numeric form, they should
be pronounced to determine if they are polysyllabic.

Proper nouns, if polysyllabic, should be counted.

Abbreviations shouid be read as though unabbreviated to determine if they are polysyliabic.
However, abbreviations should be avoided uniess commonly known.

Example using the SMO6 Readability Formula:

The example is from a pamphlet produced by La Leche League (Oct. 1982).

Three passages of 10 sentences (numbered) each and the polysyllabic words (ALL CAPS) in them
have been counted. There are 29 polysyilabic words in the total 30 sentences. According to the
SMOG Conversion Table, the approximate grade level is 8th.

1) Right after baby is born, begin BREASTFEEDING-the sooner the befter. 2.) The early
milk will give baby extra PROTECTION against sickness. 3.) And baby's nursing will get you
back into shape quicker.

4.) While you're at home, you can be with your baby, loving and nursing him, fo your heart's
content, 5.) Many little babies want to nurse every couple of hours. 6.) This frequent nursing
brings in the milk. 7.) It's so easy, and you enjoy baby so much and feel so close to him,
you'll hardly notice how many fimes you are feeding him.

8.} Try to have at least six to eight weeks at home to rest and give baby a good start
before you go back to your job. 9.) Some mothers have to go back sooner, but they ask for
the shortest hours POSSIBLE.

10.) Night feedings are EASIER when you're BREASTFEEDING. When baby wakes at night,
iust take him in bed with you to nurse. The nighttime nursing helps keep up your milk supply,
and baby and you both enjoy the nursing and cuddling and drifting of f to sleep together.

1.} As soon as POSSIBLE after baby is born, learn how to express milk from your breasts.
2.) A nurse in the HOSPITAL or clinic, or ANOTHER nursing mother, may be able to show
you how this is done. 3.) There's also a section about EXPRESSING and storing mother's
milk in the MANUAL "The WOMANLY Art of BREASTFEEDING."

4) After you are back on the job, you can express milk on your coffee break and lunch hour
to take care of the fullness in your breasts. 5.) The next day you can leave this milk in a
bottie to be given to baby,

5.) The milk you express will have to be kept cold, of course. 6.) If there's a CAFETERIA in
the of fice or FACTORY where you work, you can ask the manager for a little space on a

REFRIGERATOR shelf. 7.) Or you can bring a large thermos jug filled with ice from home to
keep your CONTAINER of milk in while you are at work and while CARRYING it home to put



in your REFRIGERATOR. 8.) WHATEVER plan you work out, it will mean that baby can still
have your good milk even when you aren't there. 9.) And you'll be more COMFORTABLE ‘oo,

10.) Before you leave for work and when you get home, you and baby can relax and enjoy a
nursing time TOGETHER. 1.) It's a nice way to say "good-bye for now"” and "I'm home again,
baby." 2.) During weekends and on days off, baby can really feast at your breast. 3.) And of
course you keep right on with those nighttime nursings.

4.) No amount of money can buy the many good things that come with BREASTFEEDING. 5))
Ne FORMULA can compare with mother's milk. 6.) A baby on breast milk has fewer stomach
upsets and DIARRHEA, 7.) But the main thing is baby's HAPPINESS. 8.) You just won't
believe what this EXTRA-SPECTIAL MOTHERING will mean to him.

9.} So give BREASTFEEDING a try, taking things a day at a time. 10.) If you have any
questions - most of us do when we're starting out - ask a friend who is HAPPILY nursing her
own baby. The mothers of La Leche League are friends who want to help you breastfeed.
Cail or write us!

Mclaughlin, 6. Harry. "SMOG Grading: A New Readability Formula." "Journal of Reading”, Vol. 12,
No. B (May 1969), p. 635-46.

Table developed by: Hareld C. McGraw, Office of Educational Research, Baltimore County Schools,
Towson, MD.



SIOEG Readability Fermula

The SMOG formula is useful for shorter materials. To calculate the SMO6E reading level,
begin with the entire written work that is being assessed and follow these steps:
1. Count off 10 consecutive sentences near the beginning, in the middle, and near the end
of the text. If the text has fewer than 30 sentences, use as many as are provided.
2. Count the number of words containing 3 or more syllables (polysyllabic} including
repetitions of the same words.
3. Look up the approximate grade level on the SMOG Conversion Table (3):

Total Polysyilabic Approx. Grade Levei

Word Count {+1.5 Grades)
c-2 4
3-6 5
7-12 6
3-20 7
21-30 8
31-42 9
43-55 10
57-72 11
73-90 i2
91-110 13
111-132 i4
133-156 15
157~182 16
183-210 17

211-240 18



"SMOE Readability Formula” (2)

The SMOG formula is useful for shorter materials. To calculate the SMOG reading level,
begin with the entire written work that is being assessed and follow these steps:

1. Count off 10 consecutive sentences near the beginning, in the middle, and near the
end of the text. If the text has fewer than 30 sentences, use as many as are
provided.

2. Count the number of words containing 3 or more syllables (polysyliabic) including
repetitions of the same words.

3. Look up the approximate grade level on the SMOG Conversion Table (3):
4

5.... Total Polysyllabic.. ... .. .. .. .. Approx.6&rade Level
6.

7. Word Count (+1.5 Grades)
8.

9. 0-2 4
10.

11 3-6 5
12.

13. 7-12 6
5. 3-20 7
16.

18,

19, 31-42 9
20.

21, 43-B5 10
22.

23. 57-72 11
24,

25. 73-90 12
26.

27. 91-110 13
28.

29, 111-132 14
30.

31 133-156 i5
32.

33. 157-182 16
34,

35, 183-210 ' ' 17
36.

37. 211-240 18
38.

17



When using the SMOG formula:

s A sentence is defined as a string of words punctuated with a period, an exclamation
mark, or @ question mark. Consider long sentences with a semi-colon as two
sentences,

» Hyphenated wards are considered as one word.

s Numbers which are written out should be counted. If written in numeric form, they
should be pronounced to determine if they are polysyllabic.

e Proper nouns, if polysyliabic, should be counted.

s Abbreviations should be read as though unabbreviated o determine if they are
polysyllabic. However, abbreviations should be avoided unless cammonly known.

Example using the SMOG Readability Formula:.

The example is from a pamphlet produced by La Leche League (OcT 198 2).

Three passages of 10 sentences (numbered) each and the polysyllabic words (ALL CAPS) in
them have been counted. There are 29 polysyliabic words in the total 30 sentences.
According to the SMOG Conversion Table, the approximate grade ievel is 8th.

1.) Right after baby is born, begin BREASTFEEDING-the sooner the better.
2.) The early milk will give baby extra PROTECTION against sickness. 3.)
And baby's nursing will get you back info shape quicker.

4.) While you're at home, you can be with your baby, loving and nursing him,
to your heart's content. 5.) Many little babies want to nurse every couple of

" hours. 6.) This frequent nursing brings in the milk. 7.) It's so easy, and you
enjoy baby so much and feel so close to him, you'll hardly notice how many
times you are feeding him.

8.) Try to have at least six to eight weeks at home fo rest and give baby a
good start before you go back to your job. 9.) Some mothers have to go back
sooner, but they ask for the shortest hours POSSIBLE.

10.) Night feedings are EASIER when you're BREASTFEEDING, When baby
wakes at night, just take him in bed with you to nurse. The nighttime nursing
helps keep up your milk supply, and baby and you both enjoy the nursing and

cuddling and drifting of f to sleep together.

1.) As soon as POSSIBLE after baby is born, learn how To express milk from
your breasts. 2.} A nurse in the HOSPITAL or clinic, or ANOTHER nursing
mother, may be able to show you how this is done. 3.) There's also a section
about EXPRESSING and storing mother's milk in the MANUAL "The
WOMANLY Art of BREASTFEEDING."

4.) After you are back on the job, you can express milk on your coffee break
and lunch hour to take care of The fullness in your breasts. 5.) The next day
you can leave this milk in a boftle to be given to baby.

i8



5.) The milk you express will have to be kept cold, of course. 6.) If there'sa
CAFETERIA in the office or FACTORY where you work, you can ask the
manager for a little space on a REFRIGERATOR shelf. 7.) Or you can bring a
large thermos jug filled with ice from home o keep yourCONTAINER of
milk in while you are at work and while CARRYING it home to put in your
REFRIGERATOR. 8.} WHATEVER plan you work ouf, it will mean that baby
can still have your good milk even when you aren't there. 9.) And you'll be
more COMFORTABLE too.

10.} Before you leave for work and when you get home, you and baby can
relax and enjoy a nursing time TOGETHER. 1.) It's a nice way to say "good-
bye for now" and "I'm home again, baby.” 2.) During weekends and on days
off, baby can really feast at your breast. 3.) And of course you keep right on
with those nighttime nursings. '

4.) No amount of money can buy the many good things that come with
BREASTFEEDING. 5.) No FORMULA can compare with mother's mitk, 6.) A
baby on breast miik has fewer stomach upsets and DIARRHEA. 7.) But the

main thing is baby's HAPPINESS. 8.) You just won't believe what this
EXTRA-SPECIAL MOTHERING will mean o him.

9.) So give BREASTFEEDING a try, taking things a day at a time. 10.) If you

have any questions - most of us do when we're starting out - ask a friend

who is HAPPILY nursing her own baby. The methers of La Leche League are
- friends who want to-help you breastfeed: Call or write usl-

(2) McLaughlin, 6. Harry, "SMOG Grading: A New Readability Formula." "Journal of
Reading”, Vol. 12, No. 8 (May 1869), p. 639-46.

(3) Table developed by: Harold C. McGraw, Office of Educational Research, Baltimore
County Schools, Towson, MD.
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Fry, Edward, "A Readability Formula That Saves Time." "Journal of Reading", Vol. 11, No. 7
(April 1968), p. 512-16, 575-78.

McLaughlin, 6. Harry, "SMOG Grading: A New Readability Formula." "Journal of Reading”,
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How to Write
an Acrostic Poem

The big idea

An acrostic poem is a way to show what you know about a character in a book
you are reading. You might not think of it as poetry because it doesn't
rhyme, but poetry doesn’t always have to rhyme.

Before you begin

Make a list of all the things you know about the character: his or her likes,
dislikes, abilities, fears, and so on. Then think of an important scene where
the character appears.

How to do it

An acrostic poem is one where you choose a word or name (like the name of a
character in a book) and use each letter in the name as the beginning of a
word or line that tells something about that person or character,

An example

Here's one about Wilbur, from Charflotte s Web.

In my acrostic poem, I have tried to show that I actually read the book by
saying something about Wilbur that comes from the story itself.

When he found himself
In Zuckerman's barn,
Lying ona

Big pile of manure, he felt
U’r’rer'ly fonely. He

Roﬂed over and cried.

http://members. fortunecity.com/mrk/help/acrostic. html



A poem about feelings

Think of things you have done that made you happy or sad. Then compare them
with things that animals might have done,

For example - When I won the egg and spoon race

I was as happy as a monkey eating a banana

When T

T was as happy as a

WhenI

T was as sad as

WhenT

I was as lonely as

Here are some animals fo help you.

monkey snake lion cat elephant giraffe eagle leopard zebra donkey tiger duck
grasshopper wasp ostrich camel fortoise pig butterfly cobra horse fish whale
squirrel dinosaur duck dragon chimpanzee donkey dog wolf cat koala bear hippo
rhino sparrow turkey rat mouse squirrel antelope

lizard dolphin slug snail frog cheetah shark

Now write it out as a poem



Character Poems
by James Carter

IMAGINE THIS: "You are sitting on a train. You have a long journey ahead of you.
To your delight you have managed to find a double seat. Just as the frain pulls
away, somebody takes your spare seat. You're annoyed. But your annoyance soon
fades when you discover a few minutes into your journey that the person sitting
next fo you seems most upset.”

THINK: Who is this person that is sitting next to you? Why is s/he upset? How
would you describe him/her? Brainstorm as many things as you can about that
person. Draw the person if you wish.

THEN: Write a poem in the voice of this person about a secret that they have kept
for a long time.




Writing the Autobiography

Materials:

e iRg Baper
pencil

computer (if available)
autobiographical timeline
auto-bio poem

dictionary

thesaurus

- Activity: Now you are ready to write your autobiography. Use. the

timeline, auto-bio poem, and your creativity. Give it your best
shot!

ivttp://esd.iub.org/LessonPlans/autobiography/SP_cutawritingl4.htm



Auto-Bio Poem

Definition: An auto-bio poem is an account of a person's life written by
him/herself using an eleven-line poem format.

Materials:
paper/pencil
computer (if available)

Activity: Following the model below, create your own auto-bio poem.

Model:

Line 1: * first name: Nancy
Line 2: Four descriptive traits: Honest, Caring, Curious, Energetic

Line 3: Sibling of ..... Sister of Kenneth

Line 4: Lover of (peaple, ideas) Laughter, Learrirg, Challenge
Line B: Who feels....Joy when traveling

Line 6: Who needs....Sunshine everyday

Line 7: Who gives....Friendship, encouragement, smiles

Line 8: Who fears....Pain, hunger, and the end of summer
Line 9: Who would like to see..... Contentment for all living things
Line 10: Resident of (your city) Phoenix

Line 11:Your last name Haugen

Resource: ntpl//ericir.syr.edu/Virtual/Lessons/Lang_arts/Writing.comp/WCPOOC3 html



Autobiographical Timeline

An autobiography is an account of g person’s life written by him/herself.
Five Things one needs 1o know in order write an autobiography are: character
Traits, family members, interests and accomplishments, goals, and address

(city).

Haterials needed;
-pencﬂ -
BapER

list of personal events/dates

Activity: Create an autebiographic Timeline. Start with the month, day and
year of your birth. Include ot least four more events. Have fun

DATE

htrp:/ Awww, asdiuS,or-gf’LessonPiansf'mz'rob{agmphyﬁ:‘t,"_vau‘m 12 bm



Chaoracter Poems
by James Carter

IMAGINE THIS: "You are sitting on a train. You have a long journey ahead of you.
To your delight you have managed to find a double seat. Just as the train pulls
away, somebody takes your spare seat. You're annoyed. But your annoyance soon
fades when you discover a few minutes into your journey that the person sitting
next o you seems most upset.”

- THINK: Who-is-this person-that-is-sitting next-to-you?-Why-is s/he upset?-How- -
would you describe him/her? Brainstorm as many things as you can about that
person. Draw the person if you wish.

THEN: Write a poem in the voice of this person about a secret that they have kept
for a long time.




A poem about feelings

Think of things you have done that made you happy or sad. Then compare them
with things that animals might have done.

For example - When T won the egg and spoon race

I was as happy as a monkey eating @ banana

When T

I was as sad as

When I

T was as fonely as

Here are some animals to help vou.

monkey snake lion cat elephant giraffe eagle leopard zebra donkey tiger duck
grasshopper wasp ostrich camel tortoise pig butterfly cobra horse fish whale
squirrel dinosaur duck dragon chimpanzee donkey dog wolf cat koala bear hippo
rhino sparrow turkey rat mouse squirrel antelope

lizard dolphin slug snail frog cheetah shark

Now write it out as a poem



15 Sentence Portrait Assignment

Name Date

Follow directions exactly:

On the top line of a sheet of notebook paper, write the name of someone you have
strong positive feelings about. The person can be someone living ar dead, but it
should be someone you know something about.

In the center of the third line, write the emotion or a color that you associate with

_this person. This word will be the. title of your portrait. With the person.inmind,. ...

write one sentence to complete each of the following. Do not number your
sentences or write the questions. Just write what each asks in a sentence.

1. As your lead off sentence complete one of these statements:

You stand there

No one is her

In this memory (or photo, dream, etc) you are

I think sometimes ' - o
The (your) face is

he oo TP

Write a sentence using a color.
Using a body part.
Using a simile.
Write a sentence of 25 words
Write a sentence of less than eight words.
Write a sentence naming a piece of clothing.
Name a wish you would like to tell this person.
Use an animal in a sentence
. Use three or more dlliterative words in a sentence
. Write a sentence with two commas.
. Use a smell and color in a sentence.
. Use ¢ simile.
. Write an exclamatory sentence.
. Use the tile work again in a sentence.

W NOO A W

B d e e e
OF B w N = O

When you have finished, you will have a sort of sentence poem/portrait about the
person. You may leave it as if is or rewrite it using only the ideas you like in another
arrangement, a poem, an essay, story.

We had been — S S



o Wedﬂesday

Thursday

Friday




&) Bow o

Wi &

1L

12.
13.
14,
15,

Describe a place you always wanted to visit,

Describe the most beautiful scene in nafure that you can imagine.
Nescribe a kitchen that you have seen or would love to see.
Nescribe the ocean. Think about what it looks like on and below the
surface.,

Describe a storm. This could be a +humder storm, a snow storm, 2
hurricane, @ Tornado, a hail storm, a rain storm, or any type of storm.
Describe a place where you feel safe and protected.

Describe o toy you love(d}. Think of alf its good points.

Describe your ideal playground,

Nescribe the perfect shopping mall. o _
Describe a place where people congregate {like a zoo, a church, a

~cireus, efc.)

Describe your bedroom the way you want it to be.

Describe your favorite dessert (or food).

Nescribe a beach (a desert, a mountain, a city, ora plain).

Think of your favorite animal and describe that animal.

Describe your best friend so that the reader can picture him or her.

1

Excerpted from Blowing Away the State Writing Assessment Test by Jane Bell Kiester and retyped by
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16.

17,

18.

1%,

20.

21

Think of your favorite place. What do you like about This place?
What do you do there? How does it lock, smell, and feel? Now write
an essay describing your favorite place so that your reader will be
able to picture it. .

Some people prefer dogs as pets, some like cats, and others prefer
birds, snakes, fish, rabbits, pigs, horses, and other animals. What is
your perfect pet? What does it look like? Is it soft or hard? Does it
make any sounds? Now describe your idea of a per'fec:? pet-so ﬂmT
your reader can picture it.

different teachers decorate their classes in different manners.
Think of your idea of the perfect classroom. Is it colorful? Does it

have desks or tables? What does it look like? How does it smell?

Are there any sounds in it? Write an essay docr-mhmn vour idea of

the perfect classroom.

Each season of the year is beautiful in some way. Think of which
season is your favorite: winter, summer, spring or fall. Think of what

your town looks like during that season. What does it feel iike? Is

there a smell or faste to it? Now write an essay describing an
outdoor scene during your favorite season of the year.

Everyone has a favorite object that they treasure. Think of some
object in your room that you really like. It could be a toy, or a doll, a
game, a stuffed animal, or a book, but whatever it is, it is special o

'you Whet does it look, feel, smell, and sound like? Now, describe

this object o your reader so that he or she will be able to picture it
clearly. :

Evaz;y person has a favorite place to piay. Think of your favorite place
to play. It may be your backyard, or a playground, or a nearby woods,
or an open field. What does this place look like? What are the sounds

'you hear there? What does it feel and smell like? Describe your

favorite place to play so that your reader can see it without being
there. '

2
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22.

23.

25,

n
o~

27.

28,

Almost all houses have kitchens. Some are big and some are tiny.
Think of The kitchen at your home. Think of how you might change it
to make it even better. What is in it? What does it smell like? Now,
describe this perfect kitchen to your reader so that he or she can see
it clearly.

There are trees everywhere, even in the middle of big cities. Think of
a free you have seen. What does it look, feel, and sound like?
Describe that tree so that your reader can picture it too.

People gather at places like malls, fairgrounds, schools, gymnasiums;
sports fields and swimming pools. Think of a place in your fown where
there are lots of people. How does it look, sound, smell, and feel to be
+here? Now, describe that crowded place so that your reader can
feel as if he or she is there.

Every child enjoys playing on a playground. Think of the playgrounds
you have played in. Think of what makes them better. Maybe you've
already seen it, but think of what makes the perfect playground.
Think of how it looks, sounds, feels, and smells. Now, describe your

“idea of a perfect playground so that-your-reader-can see it clearly.

Even in the desert it rains somefimes. Think of what the world looks
like outside your window when it rains. Think about how it looks,
smells, and feels. What sounds do you hear? What does rain faste
like? Describe what the world looks like outside a window when it
rains,

Flowers always make a yard or aroom lock very prefty. Think of a
garden or a bunch of flowers you have seen. Make it even better and
prettier in your mind, What does it look and feel like? Does it smell?
Describe the garden or a bunch of flowers so that your reader can
see it and smell it in his or her mind.

Cities and towns have lots of things going on in them, lots of stores,
traffic, people, churches, schools, parks, and maybe even a z00. Think
of your city or a city you have visited. As you walk down the sidewalk
in the middie of that city, what do you see, hear, smell, taste, and

3
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28,

30.

31

32

33.

feel? Describe that city for your reader and what it is like 1o be
there.

Even in big cities, there are parks where there are woods. There are
woods everywhere in this big country of ours. Think of a woods you
have been in or played in. What does it look like? Now describe this
woods so that the reader can see it

Alice visits Wonderland in Alice in Wonderland. Wonderland is the .

land of her dreams. What is the ideal place for you? What place do

you dream about? What does it look like? Does it have a smell? How
dees it feel? Do you hear sounds there? Describe the ideal place of
your dreams in such a way that the reader can picture it, too.

We all eat to stay dlive, but everyone has a favorite food. What is
your favorite food in the world? What does it look like? How does it
smell and taste in your mouth? Describe your favorite food so that
your reader can see it and almost taste it as well,

Many people love the beach and others love the mountains for a
vacation. Which do you like better; the beach or the mountains? Even
if you have never been to either, you have seen pictures. Choose one—
either a beach or the mountains. What does the place look like? Does
the place have a feel fo it? What smells are there? What sounds do

" you hear? Describe your beach or mountains so that your reader can

picture the scene you see in your mind,

Everyone has a favorite game, dominoes, checkers, cards, Clue, Chutes
and Ladders, Monopoly, and so on. What is your favorite game? What
does it look like when you play? What sounds do you hear as you play?
Describe your favorite game so that the reader can see it and hear
the action as you play.

4
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34.

35.

36.

37.

38.

39.

Everyone has to shop for food or clothes sometime. Think of a store
to which you like to go. What does it lock like inside the store? Are
there sounds? What do things feel like there? Does the store have a
smell? Write a description of a store you like fo visit so that your
reader can Teel as if he or she were there.

People live in houses, apartments, Tents, cabins, trailers, and other
buildings. Where do you live? Think of your ideal living place.
Perhaps it's where you live now. What does it look lixe? Does it have
a smell? Describe your ideal living place or the place where you live so
that your reader can picture it clearly. -

Imagine that you were on a ship in the middle of the ocean. What
does your ship look like? How does the ocean look? What does the
sky look like above you? What do you see, hear, Teel, smell, and faste
as you look about? Describe your ship in the middle of an ocean of
water.

Everyone has been in a thunder storm. Think back to when you last
experienced a thunder storm. What was it like? What were the

sights, sounds, smells; tastes; and feelings during thestorm? .

Describe a thunder storm so that your reader can experience and
picture it.

Imagine that someone gave you a very special ring. What does this
ring look like ag it sits on your finger? How does it feel? Is it heavy?
Ts there a taste o it? How does it sound if you rap it on the desk?
Does it smell? Describe this ring down to the last detail so that your
reader can picture it on your hand.

Our country has a flag with fifty stars representing the fifty stafes
and thirteen sfripes representing the Thirteen colonies. Your stafe
has a flag, too, with Things that represent imporfant historical events
and items of your state. Imagine that you had a flag which
represented you. What would it look like? How does it feel? Does it
have a smell? Does it make a sound as it waves in The breeze? Think
of some images it would have on it o represent you fo the world.

g
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40.

Now, describe your personal flag so that your reader can see it
clearly.

Almost everyone has had an encounter with a spider, has read the
book Charfeite’s Web and has seen pictures of spiders in their webs.
Think of a spider and web you have seen. It could have been real, in a
book, or in your imagination. What do this spider and web look like?
Do they make a sound? What do they feel like if you touch them? Do
they have a smell? Now, describe your spider and its web so vividly
thet your reader can see it as if it were right in front of him or her.

6
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Write about what you think the world will be like in 100 years.

‘We are learning all the time. Write about something you have learned

recently and how it has affected you.

You have been asked by your principal to recommend one course which
will help you prepare for the job you want in the future. Tt could be a
course your schoo! is aiready offering or a new course. Write an
essay to explain to your principal the course you would recommend. Be
sure te give the reasons for your suggestion.

Explain the main reasons why you think students drop out of school.
Talk about your favorite music and why you like it.

Think of your favarite year in school. Explain why it was your favorite
year. '

Friends are important, but everyone has a different opinion of what

makes a good friend. Explain what, in your opinion, makes a good
friend.

7
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10.
1.

12.

13.
14.

15.

16.

17.

18.

Some teachers are special. Without giving any names, explain why one
particular teacher in your life was special.

If you could change one thing about your school, what would you
change? Explain why.

We all get angry at times, but different people react in different
ways. Some people show their anger openly, and some hide it within
themselves. Explain and describe what you do when you get mad.

Friends sometimes experience conflicts. Explain why this happens.
If someone were new to your town, explain to him/her the highlights.

Lf you could make changes to your school lunchroom, what would you
do?

Most people like one particular animal more than others. Explain why
your favorite animal is your faverite animal.

Most people remember one day that really was special. Think about a
special day you have had and write an essay explaining why that day
was so specual

Your generation faces many problems. Identify one of these problems
that you feel is the most important, explain it, and propose some
possible solutions to the problem.

Much has been written about the negative effects of television on
young people. Are all television shows bad for children? Write an
essay describing a show you feel has a positive impact on today's teens
and explain how the show could be helpful.

Rules are important in our daily lives. We have rules for driving, rules
for studying, and even rules for playing. Think about the rules you
have in your school. What three rules should every schooi have?
Write an essay explaining to the reader the three rules you selected.

8
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19,

20,

22,

23,

24.

25,

26.

27.

28.

Give clear reasons why each one is needed.

Games are fun and often teach us something as well. Think about your
favorite game. Write a paper felling about your favorite game.
Explain to the reader your reasons for enjoying it.

Suppose you have been appointed to a neighborhood improvement
committee. You must make recommendations on ways fo make your

- neighborhood a better place to live. Think about some changes you

would like to make in your neighborhood. Write an essay to inform
your reader of changes you would recommend to improve your
neighborhood and why these changes are imporfant.

If you could choose any animal for a class net, what would you choose

and why?

(0]

What is your favorite time of the year? Explain why this is'your
favorite time.

Everyone has someThmgor someone that is impor?dh%@émhi}h/ her.

Pick an object, a person, or a feeling that is important o you and
explain why it is so important in your life.

Eating healthy foods is very imporfant, Write an essay explaining why -
it is important to eat healthy foods,

Explain why it is important o learn to read.

Think back to when you were little and had a favorite toy. Explain 'why
you liked this particular toy.

Everyone has chores to do. Explain why you do the job or chore you
have.

Tf you could be any other person for a day, who would you be? Explain
why you would like to be that person for a day.

9
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29.

30.

31

32.

- 33

34.

35,

We are increasingly worried about our environment, Write an essay
explaining about one environmental problem you think is important and
propose some possible solutions to the problem.

Suggest one change that you think can make this country better.

If you had a time machine and could go to any time in the past or
future, where you go? Explain why you chose that particular time,

 Everyone has responsibilities. Write a paper expiammg a -
responsibility you have now or will have in the future and why you =~

shoulder that responsibility.

Write an essay explaining whether you prefer a big city or small town
in which 1o live and why you prefer it.

Your class is making a box to be seen in 2096. Write an essay
explaining the one thing you put in that box and why.

Think of your favorite year in school. Now write an essay explaining
why it was your favorite year.

Note: An attempt has been made to phrase the last thirty prompts as they
might appear on the fest. Use them as you see fit. In many states, on the
actual test, these prompts would be divided into three separate paragraphs.
In the interest of space, I have omitted these separations and have written
each prompt as one paragraph. Whrite them for your students the way they
might appear on your state writing test.

36.

37.

Most adults in this world have a job of some sort. Think of the ideal
Jjob for you when you complete your schooling. Now, think of some
reasons why this.would be your ideal job. Write an essay to explain
why this is your ideal job.

Schools do not offer all the elective courses (like art and music) that
students would like to take. Think of one elective course you want to
take that your school does not offer at this time. Think of some

reasons why you think this course should be offered. Now, write an
10
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38.

39.

40.

essay explaining why you think that this particular elective should be
of fered in your high school.

Everyone has a book that he or she enjoyed reading, whether it be a
book recently read or one read as a small child. Think of one book
your have read that you really enjoyed. Maybe it was your favorite
book when you were little. Maybe it's one you read recently. Think of
some reasons why you liked that book. Now, write an essay explaining
why you really like your favorite book.,

Many writers, scientists, and politicians have a view of what the world
will be like 50 years from now. What do you think the world will be
like by the time you are in your 60's? Think of the future and the
direction you think the world is headed. Write an essay explaining
what you believe the world will be like 50 years from now.

Many students drop out of school before they graduate from high
school. Think of some reasons why you think these students do not
finish high school. Now, write an essay explaining why you think
studenis drop out of School.

Alternative for younger students:

Many students do not do their work in school and then later often quit
school before they graduate. Think of some reasons why you think these
students do not do their work and get bad grades., Now, write an essay
explaining why you think these students do not work in school and of ten'quit
school before graduating.

41.

High school English classes require students o read Shakespeare and
other classics. Some students object to this practice. Think of some
reasons why you think the state requires that Shakespeare and the
classics be taught in high school English, Now, write an essay
explaining why you think Shakespeare and the classics are required.

11
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Alternative for vounger students:

In school, students must read classic books that the teacher picks. Some
students do nat like to be told what to read. They would rather pick their.
own books. Think of some reasons why your teachers require these classic
books that are so famous. Think of some that your teacher has read to you
or that you have read yourself. Now, write an essay explaining why you think
the teachers insist that students read and listen to the famous classics.

42.  Imagine that time fravel to the past was possible. Think of where and

when you would like to go for avisit. Write an essay telling where and 7

when you would go in the past and explain why you choose to go there,

43.  Imagine that you had no TV or radio for one week. Think of some
activities that you can do instead to keep you busy and out of trouble.
Write an essay to explain what you can do to keep occupied in a week
of no TV or radio.

Or, alternatively, if your students are having trouble with this type of essay:

Imagine that you had no TV or radio for one week. Think of one activity
that you would like to do instead to keep you busy and out of trouble. Write
an essay explaining one activity to replace the TV and radio for that week.

44.  Teenagers (children) are faced with many problems today. School,
home, society, peers all complicate your lives, Think of one problem
that really bothers you. Now, think of some solutions to that problem
that might make it easier to bear, Write an essay offering solutions

o your worst problem.

45. Many teenagers (children) complain that adults expect too much of
them. Many adults think that teenagers (children) do not help out
enough at home, at school, or in society doing volunteer work. What
do you think? Do adults expect too much of you? Think of some
reasons Yo support your answer. Now, write an essay explaining
whether or not you think adults expect too much of you.

12
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46.

Each year many teenagers are killed by driving under the influence of
alcohol or by being in a car driven by another teen who has had too

"much alcohol. How can the number of alcohol-related deaths be

reduced? Think of some solutions you and your friends could
implement to solve this problem. What do you think would work to
reduce the deaths? Now, write an essay proposing some solutions to
help stop teenagers from risking their lives and driving under the
influence of alcohol.

~ Alternative for younger students:

Fach year many teenagers are killed by driving under the influence of alcohol
or by being in a car driven by another teen who has had too much alcohol.
Think of what you and your friends, as younger persons who connot yet drive,
can do to keep your older brothers and sisters and friends from drinking and
driving when drunk. Write an essay explaining your ideas to keep these
teens out of the car if they drink.

A7

48.

49.

Pollution, excessive garbage, Toxic and industrial waste, using up non-

replaceable resources are all problems facing our environment. Think

of one particular environmental problem that you believe could be
solved. Now think of some possible solutions to that problem. Write
an essay proposing and explaining your solutions to the environmental
problem you chose.

We all have a place where we can imagine or go where we relax, let our
troubles disappear, and have a good time. For some it is a place far
away, and for others it is a place close To home. Think of your

favorite place where you can feel an escape from the hassles of your
world, a place you love to be, your favorite place. Now, write an essay
explaining why this place is your favorite.

Everyone has something they do fo relax and have fun. Some like to
read; others prefer sports; still others like to chat with friends.
What is your favorite thing to do to relax and have fun? Think of why
you enjoy this activity so much. Now, write an essay explaining why
your favorite activity is your preferred way to relax and have fun.

13

Excerpted from Blowing Away the State #riting Assessment Test by Jane Bell Kiester and retyped by

B Northwest Regional Educational Laboratory



50.

51.

J2.

53.

In the past few years, there have been more and more incidents of
violence reported on school campuses. In fact, there have been many
reports of violence even af the kindergarten levell What do you think
is the cause of this rise in violence? Think of some possible reasons.
Write an essay explaining why you think there have been more
incidents of violence in schools in recent years.

By the time we reach high school, at least one teacher has made an
impact in our lives. Think of a teacher you have had who influenced
you and really helped you to learn and to mature. Think of some

“reasons why this teacher made such a positive impact on your life.

Now, without mentioning the teacher's name (use Mr. or Ms. X),

explain why this teacher has had such a positive influence in your life.

Many kids hear their parents and grandparents talk about “the good
old days.” Is this just a figment (imaginary thought) in older people's
minds as they remember their youth? Was life really better twenty
or forty years ago? What do you think of this statement? Is life for

- teens harder now or when your parents and grandparents were young?

Now, write an essay explaining your answer to this question.

Philosophers have written books and books about the meaning of life.
Each one is different. What is your philosophy of life? What is life
all about? Decide what you think are the most important elements
that make us human, that are the ideas (philosophies) of the way you
run your life. Write an essay explaining your philosophy of life.

Alternative for younger students:

There are many books that talk about the meaning of life. Your teacher
talks about living @ “good" life, What do you think are the most important
things to remember to follow in the years to come? What do you think are
the most important things to do in your life that will lead to your happiness?
Now, write an essay explaining what will make life good and meaningful for

you.

54.

We all have different personalities, different ways of dealing with
life, different points of view. What are the main elements of your

14
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55.

- B6.

personality? What kind of a person are you? What are you really like
inside? Write an essay explaining your personality to your reader.

Life is filled with conflicts, conflicts of interest, conflicts of opinion,
conflicts of life styles, etc. Most good novels have some sort of
conflict in them fo add to the interest. Resolving that conflict is what
the novel is about. Think about some of the conflicts in your life.

Now think how you resolve those conflicts, Write an essay to explain
how you usually resolve conflicts.. What is your method? = . .

~ Everyone, no matter how young, has a year in his or her life that was

not so good. Think of the worst year of your life. Think of reasons
why it was your worst year. Write an essay explaining why that
pﬂi’"TECU!GF year w e the worst vear of vsyr %11:9

wd b FA WV 1 ruu! A }ful—l

Or conversely

57,

58.

59.

60.

Your school (the United States, your state, etc.) is not perfect. No

_matter how good something is, there are always ways to make it

better. Think of one prablem your school (the United States, your
state, efc.) has that might be improved with some clever plans. Now,

~ think of some solutions, some ways to make that improvement. Write

an essay explaining your solutions to the problem.

Imagine that going to the future was possibie. Think how far ahead
into the future you would like to visit. Think about your reasons why
you would like to choose that particular time. Write an essay teliing
how far into the future you would like o go and explain why you chose
that particular time.

When we are young, we play games—board games, imaginary games,
sports games, Think of some reasons why you really liked this game.
Now, write an essay explaining why this game was your favorite as a
younger child.

Medical studies have shown that exercise is a necessary part of our
daily routine. What do you think? Do you exercise? Think about
some reasons why you exercise, Exercising is important. Write an

15
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61.

62,

63.

64,

65.

essay why it is important to exercise regularly.

We consider certain people (real or made up) to be our heroes. Think
about a real or made-up person and why he or she is your hero. Now
write an essay explaining why that person is your hero.

- Imagine if you couid do anything you wanted for an entire week. Pick

one thing you would like to do that week of freedom. Now write an
essay to explain why you chose to do that one thing in a week in which

you cou!d have done any?hmg you wanted.

You have been told for years by your parents and teachers to eat
healthy foods instead of junk food. Think of some reasons why eating
healthy foods is important. Now write an essay explaining why eating
healthy foods is important.

At school, at work, and at play we have o work in teams in order to
achieve our goals. Think of some attributes that make a good team
player whether it be in a sport, at work, or at school when working in
groups. Now write an essay to explain what makes a person a good
team player.

Your parents and teachers insist that respect for others is very
important. Think of some reasons why this might be important. Now
write an essay explaining why respect for other people is important.

16
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(&1

1C.

1%

Suppose you had invented a time machine. Write a story about what
you did with it. "

Write to tell of a day when you were the teacher. What did you do?

Write a story about trading places with.your.favorite TV movie or oo . . .. .

rock star.

One day a spaceship lands on the playground of your school . ..

L
T

A e 1 oy p e
Y our shoe must have a s

Your class grew plants as a science project. One day you looked at
your plant and saw something really strange had grown there.

Write a story about what it would be like if you woke up one morning
with wings.

On your birthday, a strange-locking lady came to you coor and handed
you a wrapped present. You rattled it. It made a noise. Write a story
about this present.

Your teacher one day announced that your class was going on a
wonderful field $rip. Write a story about this field trip. Inyour

story, you can have your class go anywhere you wish.

One day, as you were peﬁing and talking to your friend's dog, it
answered back! Write a story about this.

Write a story about yourself as o hero. What did you do fo become a
here? Tell your story.

17
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12.

13.

14,

15.

16.

17.

18,

19.

20.

What does it do?_ Tell a story about this ring.

As you walked down the hallway at school, you heard some strange
music coming from the custedian's closet. What was it? Write a
story about it

Teli a story about children who live in a world where there is no such
thing as television, computers, or elecironic games.

A distant relative bequeathed you a strange ring. As you put this ring
on, you discover that it has strange powers. What does it fook like?

Tell a story about your ideal place to live. What would it be like to live
there?

(Used twicel) The teacher comes into the room and places a bag on
her desk then leaves. The bag moves and wriggles. Write a story
about what is in the paper bag.

Everyone has a day in his or her life That was extra special or dreams
about what he or she would do on & special day. Write a story about a
special day you have had or imagine you might have.

Every day you pass a door. It's always closed and locked. One day, as
you pass, you netice that the door is open. You step inside. Write a

story about what was on the ather side of that door.

Tell a story about what happened when you fraveled on a wagon pulled
by horses. '

Tell a story about a day in which everything went wrong.

Note: An attempt has been made to phrase the last twenty-five prompts as
they might appear on the test. In many states, on the actual test, these .
prompts would be divided into three separate paragraphs. In the inferest of
space, I have omitted these separations and have written each prompt as
one paragraph. Write them for your students the way they might appear on
your state writing test. .

18
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21.

22.

24.

Imagine you could travel fo the future and live there. Think of what
you think the future would be like. How different would it be from
today? Now, write a story about living in the future.

Imagine you could go to any place you wanted for as long as you

wanted any time you wanted. What place would you visit? Think about
what you would do there. Write a story aboutf a visit o a really neat
place.

Pretend that you lived in colonial times. Think about what your life
would be like, how it would be different living more than 200 years
ago. Now, write a story about a young person {or yourself) living in
George Weshington's day.

Novels are fun to read because the action keeps you interested, and
the characters almost become your friends. Think of a book you
really fiked. Imagine that you were a new character in this book.

Write a story about what happened.

Note: High school teachers might want to use a specific Shakespearean play
or a specific piece of literature.

25.

26.

27.

Imagine you woke up one morning and found That you had switched
places with a dog or a cat. Think what it would be like. What would
you do? Write a story of your day as @ dog or a cat.

What if you had a personal genie who would grant your every wish?
What would your life be like? Think of some of the details. Writeg
sfory about having a personal genie.

Imagine you had a car that would take you anywhere you wanted to go

for one day. Think of where you went in that car and what you did.
Write a story about that day.

19
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28,

29.

30.

31,

32,

33.

34,

35.

Everyone has a favorite season of the year. What is your favorite
season? What do you like to do? Write a story about your faverite
season.

Imagine one morning there's a knock at your front door. You open the
door, and to your great surprise, you find an alien standing there.
What do you do? What does it look like? Write a story about your
encounter with this alien.

On your way to school che morning you see a huge truck speeding down

"fhe road. Suddenly, the back door of the frick opens and a large,

mysterious box falls off the back of the truck. It sits there inthe
road. What is in the box? What do you do? Write a story about this
mysterious box.

One spring day a skunk wanders into your classroom. What are the
results? Write a story about The skunk that visited school.

Imagine you had a time machine that you could take only to the past.
Where would you choose to go? Think of what you would do there,
what it would the like. Write a story of your adventure in the past.

One day you are sitting under a large tree. Anacorn hits you on the
head, and you fook up. There, on the branch above you sits a squirrel,
laughing at you.” The squirrel then looks you square in the eye, begins
to talk to you, and asks you ta return its acorn. What would you do?
What would happen if you encountered a talking squirrel? Write a
story about the experience.

Imagine a world where there was no money. What would people do?
What would life be like? Write a story about living in a world without
any money.

~ There are times when we all wish, even for just a moment, that we

could be someone else for a day. Who would you choose fo be for that
day? What would you do? Think of some details of your day. Now
write a story about what your day was like as that person.

20

Bycerpted from Blowing Away the State Writing Assessmeni Test by Jane Bell Kiester and retyped by

&% Northwest Regional Bducational Laboratory



36.

37,

s

3.

40,

41,

42,

Tn a recent disaster, there were some kids who did some heroic
things. Think what constitutes (makes) a hero. Imagine yourself as
one. Now write a story in which you were a hero/heroine in a tough
situation.

A little old lady gave you and a friend some magical glitter and told
you to sprinkle it on your hair and something special would happen.
What happened when you tried it? Write a story about this
mysterious magical glitter.

One. day you and your friends walked up to an old, seemingly
abandoned house. You couldn't see inside due to the dust and cobwebs
on the windows. You decide to see if the door is locked. You try the
knoh, and it turns. The door creeks open as if it has not opened in
years . .. What happens next? What do you find? What do you and
your friend do? Write a story about entering that old, seemingly
abandoned house.

Love comes in all forms. We can love our parents, a boyfriend or

Thing about someone or something you love. Write a story about that
person or thing that involves your feelings.

Tmagine that your sense of smell was more highly developed than
everyone else’s, What experiences might you have? How might your
life change? What would you be abie 1o smell> Write a story about a
person with a very highly develeped sense of smell,

Imagine yourself temporarily lost in a foreign country where you do
not know the language. How do you manage to communicate? What
might happen to you? Write a story about a day you might have spent
lost in a foreign country without knowing the language.

Tmagine a city project to have every schoo! student do some hours of
community service as a part of the required curriculum. What would
you choose to do? What do you think it would be like? What people
might you meet? What would you be doing o help? Write a story

21

Hxcarpted from Blowing Away the State Writing Assessment Test by Jane Bell Kiester and retvped by

A% Northwest Regional Educational Laboratory



43,

44,

45,

about your day of community service,

Sometimes family members or friends embarrass you when other
people are around. Think of some fimes this has happened fo you.
Think of what could happen. Write a story about some embarrassing
incident you might have had and how you coped with it.

Now and then you, without meaning to do so, break something that
belongs to someone else, Think about what might be broken. Think
about what might happen as a result. Now, write a story about

V""a"c'éﬂf'a"éﬁfﬁiiy"b‘z""édki'ﬂg'some?hiﬂg"'t*ha‘]‘"b‘eionged to someone else and- -

the story of what happened as a result.

One day your teacher must go home. Your teacher leaves, telling you
that someone else will teach the class for the rest of the time. Who
do you think will replace the teacher? What happens as a resuit?
Write a story about a time your feacher had to go home, and someone
else took over the class.

22
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Co

10.

11,

12.

Canvince your parents to raise your allowance.

Should at least two years of foreign language classes be required for
high-school graduation?

Should there be a dress code at your school?

Persuade your parents to listen To your favorite music.

Your principal has asked you to suggest one way of improving your
school To make it a better place for students. Think about the
rhnqgof;‘ that are needed at your achool, Pick one Chﬂngg you feel

St 1Al b el rtd W 3 =it

would really make a dn‘fer‘ence. Write an essay to convince your
principal That your idea is one that should be adopted.

Convince your teacher to read a favorite book of yours to the class. -

Children watch too much felevision. Do you agree? Take a smnd and

support it. Convince your reader of your position.

A...-_\._d..

ATE Par Iﬁb‘j s ui” mgn SCNo

st
hinder getting an education? Take a stand.

o _L. ~1
Ut

Students are allowed fo drop out of school at age 16. Should the
state lower the school dropout age? Write an essay to support your
view on the subject. -

Should your schoel require uniforms? Convince your reader why or
why not uniforms should or should not be required in your school.

Convince your parents to take you to a particular place.

Should gum chewing {use whatever is Torbidden at your school) be
aliowed on the school campus?

23
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13.

4.

153,

16.

17.

18.

19.

20,

21,

22.

23.

Should community service be a requirement for graduation from high
school?

Suppose you want a pef, and your parents are not sure you should have
one. Think of the reasons for having a pet. Think of what you can say
+hat would change your parents’ minds. Write a paper to convince your
parents to allow you to have a pet. '

Persuade your mom to let you have your favorite food any time you
want it :

Should the state legislature add ten days to the school year? Write
to convince your reader of your side of the argument.

Should we do away with extra-curricular activities such as Art, PE.,
and Music and go back to the basics, or are these classes necessary o

"~ a student’'s education?

Should homework be eliminated? -

Considering the rights of non-smokers, write an essay about whether
smoking should or should not be permitted in public places. Convince
your reader of your position.

Should students be allowed to drop out of school?

If you could make a suggestion to change the school dress code, what
one suggestion would you make? Now write Yo convince your reader to
adopt your suggestion.

Your teacher has asked for suggestions on a place Yo visit for a field
trip. Where would you like To go? Now write o convince your reader

to adopt your suggestion.

We have rules everywhere. Argue to support the need to change a
rule or situation that affects you. '

24
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24,  Vandalism is becoming a problem in today's society. Do you think
teenagers who vandalize should pay fines or serve mandatory
community service to help repair the damage? Write an essay to
convince your reader of your position.

25.  Should students hoid after-school jobs? Convince your reader of your
noint of view.

Note: An attempt has been made to phrase the last thirty-five prompts as
they might appear on the test. In many states, on the actual test, these

prompts would be divided into three separate paragraphs. In the interest 07‘ I

space, I have omitted these separations and have written each prompt as
one paragraph. Write them for your students the way they might appear on
your state’s writing test.

26.  Parents, courts, and cities often impose curfews on teenagers. What
do you think of curfews? Are they helpful in saving lives and kee;}mg
teenagers out of trouble, or are they just another insult to
responsible teenagers? Think of some arguments fo support your
opmion.

Alternative for younger students:

Most people make their children come in before dark. What do you think of
this? Does having to come home early keep kids out of trouble, or are they
just another insult to responsible kids? Think of some arguments to support
your cpinion. Now, write an essay to convince your reader of your cpinion
regarding requiring kids to be home after dark.

27.  Many adults disagree whether sex education should be taught in the
schools. What is your opinion on this matter? Should sex education
. be taught in the schools? Take a stand. Write an essay to convince
your reader of your point of view on whether sex education should be
taught in The schools or not.
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Alternative for younger students:

Some things are taught in school that students do not think should be
taught. Think of one thing you are required fo learn in school that you do
hot think should be included in the curriculum. Now, write an essay to
convince your teachers to abandon that part of the curriculum.

28.

29,

30.

The stafte writing assessment test puts pressure oh students and
their teachers. On the other hand, student writing all over the
country has improved since this test has been implemented. What is
your opinion on the matter? Should there be a state writing
assessment test, or should this particular test be eliminated? Write
an essay to convince your state of your opinion on whether there
should {or should not) be a state writing assessment test,

Parents, schools, and society all impose rules, but schoals especialy
have a set of rules that must be followed. Think of one school rule
that you really dislike. Think of some arguments against having this
rule at your school. Now, write an essay to convince your principal and
teachers to abandon this particular rule.

Universities require that an entering freshman must have taken at
least Two years of a foreign language in high school in order 1o be
considered for admission. Some teacher and politicians think that
high schools should require two years of a foreign language for
graduation. What do you think of this possible requirement? Should
high schools require two years of studying a foreign language for
graduation? There are many arguments for and against this. Write an
essay to convince the powers-that-be whether or not two years of a
foreign language should be a requirement for graduation from high
school, ' '

Alternative for younger students:

Research has shown that the younger you are, the easier it is to learn a
foreign language. Shouid we start requiring that students begin taking a
foreign language in elementary school? Take a stand, and convince your

26 :
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reader of your opinion on requiring foreign language in elementary school.

31

32.

33.

Most families assign chores to the children (teenagers)., Mest
children (teens) object to having these chores imposed upon them.
What is your opinion? Do you think that children should have assigned
chores to do at home, or do you think you have enough to do already?

There is controversy (argument) going on in the country about
requiring seat belts in school buses. What is your opinion? Should
seat belts be required in all school buses? Write an essay fo convince

' the powers-that-be of your opinion regarding the matter of whe?her T
seat belts should be required on school buses. e

High schools do not of fer all the elective courses that students would
like to take. Think of an elective course you would like to take that
your school does not of fer at this time. Think of some reasons why
you think this course should be offered. MNow, write an essay to
convince the administration at your high school To offer the course of
your choice. '

Alternative for yotnger students:

34.

35.

In Europe, the driving age is 18 because those governments feel that

o nouph tn handle the r\pcpnhmhgi:fv and the ruleg
of driving in order to avoid accidents. In America, the driving age is
still 16. Some people would like to raise the driving age in America to
18. What de you think? Should the driving age be raised to 18?
Write an essay to convince the legislature of your position in the
matter of raising the driving age to 18.

Most school systems have a separate school for preghant feens to
keep them away from other teens and to give them special classes Yo
help them raise their babies. Do you think that pregnant teenagers
should have to attend a special school, or do you think that they
should be allowed to remain in their current school? Write an essay
to convince your reader of your point of view. Shoulid pregnant
teenagers have to attend a special school?
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Alternative for younger students:

Many school systems have special schools for students who misbehave all the
fime and disrupt the classroom so that little learning can take place. Do you
think this is a good idea? What is your opinion? Write an essay to convince
your school system of your point of view. ' '

36.  Many students object to the requirement of taking P.E,, saying that it
is not necessary. What do you think? Should physical education
remain a required course at your school? Write an essay to convince
your principal of your point of view.

Note: You can substitute any unpopular course here. In my county, it would
be Life Management Skills.

37, American teenagers have argued that they drink anyway even though

it is illegal for them to do so. Adults feel that they are too young to
drink alcohol. Should the drinking age be lowered? What do you think
about this? Think about some teens that you know. Think of some
arguments to support your opinion. Now, write an essay to convince
your reader of your opinion on whether the drinking age should be
lowered or not. '

38.  Inrecent years, there has been much controversy over the previously
solemn ritual of high school graduation. Students (and parents) at
some graduation ceremonies have become rowdy and playful. What do
you think of this? Should high school graduation continue o be the
solemn occasion it has been in the past, or should students (and
parents) be allowed fo yell and "cut up” during the ceremony? Write
an essay To convince your graduation committee of your opinion
concerning the matter. Should graduation be a solemn occasion?

Alternative for younger students:

Some schools have graduation ceremonies in the fifth and eighth grade
before students have completed their education. What do you think of this?
Should students have graduation ceremonies before they finish all of their

education or not? Think of some reasons to support your opinion. Now,
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write an essay to convince the reader of your point of view,

39.

41,

42,

43.

You hear the older generation complaining that they wished they had
watched what they ate when they were younger so they wouldn't have
the health probiems they have as older persons. What do you think.of
this? Should teens (children) watch what they eat? Should young
people be health-conscious and eat healthily even though they have
few health problems now? Write an essay to convince your reader on
your point of view on whether or not children shouid watch their
health through their choices in food.

“Teachers and educational experts say that TV is rotting the mind of

today's youth. They maintain that young pesple watch far oo much
television. Do you think this is true? Do you think that children watch
Too much television? Should parents restrict the number of hours
their children watch? Write an essay to convince your parents of
your point of view on this issue. Should parents limit your TV viewing?

Years ago, in some cities, there were separate public schools for girls
and boys, especially at the high school level. Boys went to one school
and girls went Yo another nearby, an entirely different school. Do you
think this is a beneficial idea? Should boys and girls attend separate
schools? Write an essay o persuade school of ficials whether or not

they should separate boys and girls into different schools.

Most teens (children) complain that they get too little allowance.
What do vou think? Should you get more allowance? Think of some
arguments fo raise your allowance. Now, write an essay o the adults
in your home to convince them to raise your allowence.

In many households where feens reside, possession of the family car
is a conflict. How would you convince your parents to lend you the
car? Think of some arguments you could use. Write an essay to
convince the adults in your home to fend you the car whenever you
want it
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Alternative for younger students:

In many households where there are children, there are many arguments
over the use of the telephone. How would you convince your parents to get
you a phone of your own? Think of some arguments you could use. Now,
write an essay to convince your parents that you need a phone of your own.

Note: If some of your students have no phone in their home, perhaps they
could convince parents to buy an outfit or handheld video game that their
parents could afford,

44.

45.

- 46.

47,

Students complain about having too much hamework. Do you think this
is true? Do your teachers assign too much homework, or do they not
give you enough for you 1o learn the subjects? Write an essay to
convince your teachers either 1o give you more or less homework,

Test scores show that the United States is educationally behind other
developed countries in Europe and Asia. We need to take a course of
action To improve our education, Some think that the school year
should be extended year-round with only short breaks between
semesters, Others think it would not help. What do you think?

Write an essay to persuade the reader of your opinion on the matter.
Should the school year be lengthening?

Many people think that smoking is a dangerous habit that kills many
from lung cancer. They think that cigarette smoking is not only
dangerous for the people who smoke, but also for others around them.
They think that the fobacco companies lure young people into smoking
{convince young people to smoke) with their clever advertisements.

Do you think that smoking should be made illegal? Do you think that
no one should be allowed to smoke af ali? Or, do you think the choice
of smoking should be up to the individual person? What is your
opinion? Take a stand. Should all smoking be banned and made illegal?
Write an essay To convince the reader of your point of view.

In the 1920's it was illegal to sell or to drink alcohol. Today alcohol
still causes many problems for the people who drink and for their

families. There are also many deaths caused by people (teens) who
30
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48.

49.

drink and drive. Should alcohol be made illegal again? Would making it
illegal solve some problems, or would it impinge (limit) the rights of
adults to do what they want to do? What do you think? Should the
sale and drinking of alcohol again be made illegal? Write an essay to
convince the reader of your peint of view.

Many people are convinced that violence on TV influences children and

- teens to be violent in real life. Do you think that this is true? Do you

think that the violence on TV is responsible for increased violence

“among today’s youth? Take a stand on this issue and write an essay to
convince your r’eader of your posrhon on whe?her TV causes vmlence m' -

real life.

Some schools in the United States are requiring that students
volunteer for several hours each semester to help on a community
problem. What do you think? Write an essay to persuade your reader
of your point of view on whether students should be required fo
volunteer for several hours each semester to help on g commum?y
probiem

" School dress codes often cause conflict among students and teachers.

If you were on a committee of teachers and students o set the dress
code at your school, what one item of your dress code would you argue

+o allow students to wear? How would you convinee your Tellow

(L8 L] I W LAl TY W LEFNA ¥ Wwiad et ¥ riaeND YA DIV

committee members to accept your idea fo allow students to wear this
item? Now, write an essay o convince your feilow dress-code
committee members that the clothing item you chose be allowed at
your school.

Note: Conversely, (to be contrary) you could have a prompt to argue one
item of clothing that should not be allowed at your school

5L

Your local TV station is going to hire a student reporter for the
evening news program, and vou would like the job. Think about your
iocal evening news program and why you should be chosen as the
student reporter. Now write an essay to convince your locat TV
station to hire you as their student reporter.

3]
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52.

53.

24,

55.

56.

57.

58.

The drama teacher is selecting students to act in a play about famous
people. Think of yourself and some of your friends. Think who would
be best suited to act in such a play and why they would be good af it.

Now write an essay to convince the drama teacher to use that person
in a play. '

A national organization is honoring a teacher. Who should that
teacher be? Think of some of the excellent teachers you have had in
the past or have this year. Pick one whom you think should be honored
by this award. Think of some reasons why you picked this teacher,
Now write an essay o convince the national organization to honor the
teacher you picked.

The School Advisory Council has money to spend in one of the
following ways: improving the cafeteria, buying computers, getting
interesting speakers for assemblies, or taking field trips. Pick one of
these choices and think why you chose it over the others. Now write
an essay to convince the School Advisory Council why they should
spend their money on the choice you suggest,

The City Council wants a teen as a member to represent your age
group. Think of yourself and the teens you know. Who would make an
excellent representative on the City Council? Think of some reasons
why you chose this person. Now write an essay to convince the City
Council To select your choice.,

Imagine that your school does not have a school newspaper. Your
principal wants to begin one. Is a school newspaper a good idea?
What do you think? Write an essay to convince your principal of your
point of view.

- A good friend of yours is thinking of moving to your town, Think of

some attributes of your Town that would appeal to your friend. Now
write an essay to convince your friend o move 1o your town.

Imagine that you had ¢ friend who ate only junk food, and you know
that this is not good for him or her. Think of some reasons why eating
junk food is not good for people. Now write an essay to convince your
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59,

60.

friend that eating healthy foods is a good idea.

A movie director is looking for teens to act in a movie that will be set
in your town. Think of yourself and all the teens you know. Who
would you choose to act in this movie? Think why you would choose
this person. Write an essay to convince the movie director of your
cheice.

If your school is going o grant your grade level one privilege that

~ other grades in your school will not have, what should that privilege

be? Think of one privilege that you would like to have that you do ot
have now. Think why your class should be granted this privilege. -
Write an essay fo convince the administrators of your school to grant
this privilege o your class for the rest of the year.
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Websites for Tutors

Reading Comprehension
http://wilearns. state wi us/apps/default.asp?cid=19#
Wisconsin Literacy and Reading Network Source

Leveled Books Database

http://registration.beavion.ki12. or. us/lbdb/

This interactive database allows you to search for books that have been
leveled using either the Reading Recovery or Guided Reading methodologies.

Free On Line Books
http://onlinebooks . library.upenn.edu/

Using News to Increase Vocabulary and Other Ways of Using U.5. News
hitp://www. usnewsclassroom.com/waystouse/buildvoc_ html

National Institute for Literacy
hitp://www nifl gov/nifl/partnershipforreading/explore/vocabulary . himl

Dolch Phrases
http://www.createdbyteachers.com/dolchphrases. himl

Fry's Instant Words
http://connwww . iub . orq/cvelem/RR/Fry Words. html

Inferences
http://www _ springfield k12, il us/resources/languagearts/readingwriting/readinfer. himl

Merriam-Webster Dictionary on Line
http://www.m-w.com/

Web Resources for Reading
hitp://www.dpi.state.wi.us/dpi/dlsis/cal/caltrer himl

Six Effective Comprehension Strategies
http://wilearns.state wi.us/apps/default.asp?cid=24




Instructional Strategies
hitp://enrolimentoptions.sandi.net/readingsirategies himl

Adult Education Literacy
hitp://www literacy.uconn.edu/adlthome him

Literacy Links
hiip://www-tcall . tamu.edu/newsietr/dec96 . him

Good Practice Strategies
A Review of Effective Practices in Adult Education and Literacy Classrooms
http://www-tcall . tamu. edu/newsletr/dec96. him#free

It is usually harder to read words on lists than in stories. Word
identification should never be used as the only estimate of reading level.

Assessing Comprenhension
htip://wilearns.state.wi.us/apps/default.asp?cid=95

Adult Learners with Learning Disabilities
nttp://wilearns.state.wi.us/apps/default.asp?cid=663

List of Teaching Learning Activities
http://wilearns.state.wi.us/apps/default.asp?cid=18

Visual Literacy
htto://wilearns.state.wi.us/apps/default.asp?cid=131

Compound Words
http://www.ianbrett.com/piggybacks/compound.htm




More Literacy Websites

Rhyming Dictionary
Qver 15, 000 words.

http://shop.scholastic.com/webappfwcs/stores/serv!etfsiGCatalogSearch

Mavis Beacon Typing
http://www.brodefbund,comISubCategcry.asp?c!D=249

Keyboarding: Rules and Tools
http://www.crews.orgicurriculum/ex]compscifkeyboarding/questions.htm

Wisconsin Literacy Education and Reading Network Source
There are various word lists at this site: Most Useful Family Word Patterns
http://www.wiIearns.com/apps/default.asp?ap=2&Mode=0neWordList&Word=6

Most Useful Word Family Words
http:!!www.wi|eams.comfapps!Default.asp?cEd2522

English

http:/!www.pauinoIl.com/China!TeacthngIish-teaching-materiais.htm!

Contractions
hitp://www.mcwd n.org/contract/contract.html

On line Quiz

Synonyms
http://www.manatee. ki 2.fl.us/sites/elementary/palmasola/syn6.htm

On line practice

Basic Computer Terms
http://www.heightsiibrary.org/basic.php

Lists*Vocabulary
http:/iiteslj.org/links/ESL/Vocabulary/Lists/

Handy Word Lists
http:/dictionary-thesaurus.com/Wordlists.htmi

Fry Frequently Used Word List
http:/iwww.solonschools.com/ART/Archivet 999/FryWordList/fry.html









High-Frequency Words and Vocabulary

High-Frequency Words

High-frequency words are the words that appear most often in printed
materials. According to Robert Hillerich, "Just three words I, and, the
account for ten percent of all words in printed English.”

"High-frequency words are hard for my students fo remember because they
tend to be abstract,” says first grade teacher Kathy Chen, They can't use a

picture clue to figure out the word with. And phonics clues don't always work
~either.” -

Learning to recognize high-frequency words by sight is critical to developing
fluency in reading. Kathy explains, "Recognizing these words gives students a
basic context for figuring out other words. Once they recognize the, they
can predict with amazing accuracy what the next word will be.”

Teacher Tip

Word Walls, lists of words that follow a particular pattern, are an effective |

TOO! fOT‘ Tedchiﬁg high~frequency words and VOCGbU%GF“IJ. Here d?’*é'SO/me'ideﬂS'T':‘"' T

»  With your students, choose words that have similar beginning sounds, |
vowel sounds, endings, or words on a particular subject.

« When students find an appropriate word, have them add it to the list.

« Encourage students to use these words in their writing and as a '
reference.

Ideas for Teaching High-Frequency Words

. Have students create rebus sentences, using high-frequency words
such as the, /5, and in,

« Write high-frequency words on cards. Have students form sentences
using a pocket chart.

» Have students keep lists of words they can read and write. When they
have trouble with a word, they can refer to their notebooks.




o Point out similarities between new words and those students can
already decode.

Teaching Vocabulary

Julia Carriosa asks her fourth grade students to reread the following
passage:

When ocean particles contain bits of soil, especially clay, the particles of
earth stick to oil droplets. The more sediments that are mixed in the water,

the.more.oil is eventually deposited on the ocean bottom,

"Now, let's suppose you don't know what sediments means," says Julia.
"What do you do?"

Lisa raises her hand. "Look it up in the dictionary?"

“Yes. But suppose you don't have a dictionary handy. What else could you
do?” -

~Julia then helps her students see that the passage contains enough centext.. .

clues to give them an adequate understanding of the word sediments.

Choosing Vocabulary Words to Aid Comprehension

These steps can help you identify words that will improve students’
comprehension when taught directly.

1. Identify aselection’s theme or key concepts.

2. Cluster words from the selection that relate to the theme or key
concepts,

3. Eliminate words students know or can figure out from context clues or
structural analysis.

4. Fliminate words whose meaning is not needed 1o understand something
important.



Ideas for Teaching Vocabulary

» While reading aloud to the class, pause to discuss interesting or
amusing words.

o Have students list in their journals words that interest or confuse
them.

= Don't have students copy definitions, but do teach them how to use a
dictionary.

« Use graphic devices to help students explore individual wordsor

relationships between words,

‘Teacher Tip: Effective Instruction

s Teach word<sing meamnafu! context, using authentic literature.

» Teach only a few words per reading selecﬂon.

» Relate each word to students’ prior knowledge.

s Group each word with other related words,

o Have students use the word to express their own ideas and
_.experiences,

« [Expose students to the word ina var‘aefy of con?ex?s

Reading/Language Arts Center | Professional Development
Education Place | Site Index
Copyright © 1997 Houghton Mifflin Company. All Rights Reserved.
Terms and Conditions of Use.




1. ing
2.er

i 3.2
4. ly
5.ed
6. i
7.es
8. re
9. tion

10.in

Ii.e

" 12, con

3.y
14. ter
15. ex
16.al
17.de
18. com
19.0
20. di
21.en
22, an
23ty
24. ry
25.u

26,4
27. 11
28. be
29. per
30 1o
31. pro-
32.ac
33. ad
34. ar
35. ers
36. ment
37.or
38. tons
39. ble
40, der
41. ma
42. ma
43. si
44. un
45, at
46, dis
47. ca
48, cal
49. man
50. ap

175 Most Commeon Syllables in the

51 po
52. ston
53.v
54. el
55. est
56.1a
57. lar

~S8.pa

59. ture
60. for
61.is
62. mer
63. pe
64. 1a
65. s0
66. 1a
67. as
68. col
69. fi
70. ful
71, get
72. low
73. ni
74. par
75. son

76. e
77. day
78. ny
79. pen
80. pre
81. tiyc
B2. car
83.ci
84. mo
85.an
86. aus
87. pi
88. se
89. ten
90. tor
91. ver
92. ber
93. can
94. dy
95. et
96. it

97. mu

98. no
99. ple
100. cu

101. fac
102 fer
103, gen
104. ic
105. land
106. light
107. ob
108. of
109. pos
110. tain
111. den
112. ings
113. mag
114. meats
115. set

~ 116, some

117. sub
118. sur
119. ters
120. t
121, of
122, au
123, oy
124. fa
125. im

5,000 Most Frequent English Words

126. ki
127. 1o
128. men
129 min
130. mon
13L.0p
132, out
133, ¢
134. ro
135. sen
136. side
137. tal
138. tc
139, des
140. ward
141. age
142. ba
143. but
144. cic
145. cle
146. co
147. cav
148. da
149. dif
150, ence

i5L

e

152. eve

153.
154.
155.
156.
157.
158.
159.
160.
161.
162.
163.
164.
165.
166.
167.
168.
169.
170.
i71.
172.
173.
174.
175.

hap
les
ket
fec
main
mar
mis
my
nal
ness
ning
nt
nu
oc

pres

sup

w©
ted
tem
tin
trl
o

up

Source:, For a longer list of common syllables, see Blevins, W, (2001). Teaching Phonics and Ward Study in the Intermediate
Grades. New York: Scholastic, p. 196.






Prefixes

un  not, the opposite of

in not, the opposite of, the absence of, in within, on, into, upon, toward
dis  opposite of, lack of , not

mis  bad, badly, wrong, wrongly

im  not, the opposite of, the absence of

re again, anew, once more

pre before, beforehand

co with, Together, joint, equally

de do the opposite of, down, lower, take away, remove
en in, into, _wi‘thin

ir not, the opposite of, the absence of

inter one with another, together, between

anti against, opposed to, preventing, counteracting

semi half, partly, incompletely

super over, above, besides, further, exceedingly, surpassing

bi two, twice



Understanding Prefixes
and Suffixes
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o

Point to the base word rest and ask smdems 1o add i

Then print the suffixes lois, Iy, fud, and’ ;zm on the

suffix to it to make 2 word that means “full of rese.?

Srudents should rhen pring che suffixed word on cheir
Cmapers (esyd). Do the same with the remaining base

Understanding Prefives and Sufixes from Teaching and Assessing Phopics « 1
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rriis:

pre

impeli

impossible

- dishonest’ "

obey:
S disgrder

Lodistresn o

‘re

ingomplete:

N

miishehoe |

--p:éarmngc'_ e
L precodk
prepaid

: _.: préschool Ei

-prétest

.Pl“‘.evie%ﬁ.- ST

reappear:

ieasm
rrenurmbet

rearringe

Creeoumt cepack

cpeda e e " repaint

TEEDLEr
P
efresh T deplay
refried . oreread

repay

~replace.”

régrew B o rerun

regroup - C resale

pebeat: oL reshape T

" rehire S .r'e_:é_ii'._f:

selgad o0 S rethink
remade B retrace
remake . reword

FERATTY rewrite

unable.

CnEertai

sncocked

Cuncovers

Cuanevern’

“uafair

canfdmiliar

unlaseen

unhealth}

prafix and Suffix Word List Reference from Teaching and Assessing Phorics » 1

- inheated ©
S ankindi s

incommol:
~unfucky

‘anpainted:

" undecided
pndress’ 5
“dnequal D i " urtangle’

~unexpected

unhappy -

anknown
unlike:
undock.’

Cumieal
_ 1..in$;:§fi§i‘i'-

ungied &L
uriusm}; R
unwrapped.




Words with Suffixes,

“ful

-Z_ﬁrsﬁf_ﬁ_l .
eareful

' az, reeabiﬁ

appmachablfs L * cheerful

avoidable
bemmbfe-:: o .
breakable o ::33 Do fafrent U “: _': L desig ter APRIERI R O fearful T
L R : oo SR et
'hepeful:-'
Ui byfu

__c(ﬂorﬁ_ii_ cLe
Calighefil

I omfbrmi}

: ff;m:{,n i

o ‘feshen :

-furwie i
o gladd&n: :

: _em%men :

: feiicwer ; pam{ul

oy
".'(gﬂ.ifer

o pf*a{:ﬁf‘ui
layful.

res‘pﬂuﬁﬂ
. resti’ui

. invider

“noriceable:

“Absereable ‘wonderful
yourhfal "

P !ca%urib
readable..

wspegmbi :

- salable :
'_'?mc%labk? :
chumbi '
uﬁder%mt, ublé_

usable
wnhablﬁ _
wearshle L T ool stinger:

warkable

dzg,@stible

L‘{p"s‘i‘%ibit" .
forcible -+
*revessibiel

owasher
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‘ords with Suffixes continued

L pess

ion

action 'clevc:-'rwsr.
ageraction; o _ : _ PR E e v " cl&ikness

- celebrarion Lo blameless: Emghtlt;_ EER R fairniess
callection. . b o b'reathiéss'_. N R d.cveriy o 7 foolishness
coflision 1oL gareless oL i(ur!v _ S Co goodness .
rommmncatmn S Lhmlkss i ' ' LoD greatness,
confusion: R cloadies Tindness
-:uns_t_r_uc“on: i ' fmrlr:s “likéngsy
cotrection: ' Ipudness:

mednness

happity

RS ;"imneétl’t;_ : nervousness S
demonstration.” ”nomiesa S . km;ﬂy politeness:
desrruction. jobless ~lotely sadness

digest ' z:amleqs sicknes

q Qudiy'_ '

diretzion “resrless v 5m00*}mcsq

division. slegpless : safmes ﬁ

election useless 0 i 'swcﬁmess

- erosion. Lomvoithlesd swifiness .

Cehickpess

explosion.

gradiation

hibernation
infection ..

injection

l'c'}c'?; £ iém ;

“migs
nbwcuon

operation. 1l
pollotiof

protection
roracion

selection

suggestion

vacation . _-

Jeanne 8, Chall and Helen M. Ff;)p}.a, Fraching and Assesiing Phanics

A Gaids for Thashers, availebie from Bducarors Publishing Service.
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Prefixes, | Suffixes, Roots

| Root, Prefix or.
Suffix

Meaning

Examples

a, ac, ad, of, ag,
al, an, ap, as, at

{to, toward, near, in

addition to by

aside ,accompany ,adjust aggression ,allocate,
annihilate ,affix assecciate, attend, adverb

lapolitical, atheist, anarchy, anonymous, apathy,

process

a, an Inot, without i ) ,
{ I R aphasia, anemia
ab, abs laway from, off  jabsolve, abrupt, absent N
act, ag: do, act, drive jactive, react, agent, active, agitate
am, ami love, like lamorous, amiable, amicable o
jambul jto walk ___pmbulatory, amble, ambulance, somnambulist
i mind, life, spirit, | . . L
anim lanimal, animate, animosity
ann, annu, enni  yearly jannual, annual, ennuity, anniversary, perrenial
' ‘ anterior, anteroom, antebellum, antedate,
ante before o
' antecedent antediluvian N
: | . lantisociadl, antiseptic, antithesis, antibody, antichrist,
anti, ant pgainst, opposite . ) . .
e o jantinomies, antifreeze, antipathy - -
to originate, to | .
lauc, aug, aut . g laugment , author, augment, auction
n increase ‘ -
. ] jaudience, auditory, audible, auditorium, audiovisual,
aud, audi, aur [to hear L. .
audition, auricular o
uto leel automobile, automatic, automotive, autograph,
; lautonomous, autoimmune
Noun: state or . —
-acy, -cy quality iprivacy, nfancy, adequacy, intimacy, supremacy
Noun: activity, or )
[age o courage, suffrage, shrinkage, fonnage
J result of action J J g 9 ,
Noun: action, : . ; :
-al . referral, disavowal, disposal, festival
result of action
-an Noun: person lartisan, guardian, historian, magician
MNoun: action, .
l-ance, -ence state, quality or  |resistance, independence, extravagance, fraudulence |




. ]quali?y or capacity l

Noun: an agent,
something that

-ant, -ent _ disinfectant, dependent, fragrant
performs the
action
Noun: stat .
-ate OL.[ @ ef candidate, electorate, delegate
loffice, fuction o o
P IMoun: action, e . .
-ation . ispecialization, aggravation, alternation
_ ) resulting state
-ate Werb: cause to be gr*aducrre, ameliorate, amputate, colligate
Adjective: th, | . .
_able, -ible Jectives worth, 1 lvable, incredible
N ability -
. Adiective: quality, | o .
-al, -ial, ~ical Je.c ve: quality structural, ferritorial, categorical
R — re{a-}-lon T . - - . —

-ant, -ent, -ieht

Adjective: kind of |
agent, indication

|Adjective:
-ar, ~ary resembling, Ispectacular, unitary
related to
l-ate :Tc(ij;c‘hve: kind of finviolate
bene sood, well, gentle ‘banefiac“mr, benefi'cial, benevolent, benediction,
. | beneficiary, benefit e
bi,bine  ltwo ___|biped, bifurcate, biweekly, bivalve, biannual
bio, bi - jlife {biography, biology -
bibli, biblioc __book bibliophile, bibliography
brev ishort abbreviate, brevity, brief

cad, cap, cas,

ceiv, cept, capt,

ita take, to seize,

) , to hold accident, capture, occasion, concept
cat, cata, cath  |down, with catalogue, category, catheter o _
ceas, cede, ceed, :To o to vield {succeed, proceed, precede, recede, secession,
cess ‘ go. 1oy exceed, succession
cent jhundred centennial, century, centipede
centr center _ :eccen?ripi_‘ry,_cen“l‘réf__ug_qi, concentric
_ . lchronology, chronic, chronicle chronometer,
chron time i
cide, cis [fo kill, to cut  Ifratricide, suicide, incision, excision, circumcision

fimportant, dependent, convenient

receive, deceive, capable, capacious, captive,




circumnavigate, circumflex, circumstance,

circum around circumcision, circumference, circumorbital,
icircumlocution, circumvent, circumscribe, circulatory

clam, claim shout jacclaim, clamor, proclaim, exclaim

clin lean, bend |decline, aclinic, inclination

clud, clus claus

to close, shut

include, exclude, clause, claustrophebia, enclose,

exclusive, reclusive, conclude

co, cog, col, con,

with, Together

cohesiveness, cognate, collaborate, convene,
commitment, compress, contemporary, converge,

com, cor jcompact, confiuence, convenient, concatenate,
lconjain, combine, correct -
. complete, compel, conscious, condense, confess,
com, con fully , ' ’
{cogh, ghos know to know recognize cognizant diagnose agnostic

contra, counter

lagainst, opposite

lcontradict, counteract, confravene, contrary,
counterspy, contrapuntal

dic, dict, dit

say, speak

jcorg  jboay corporate, corpse, corpulent, incorporate
cour, cur, curr, . . .
run, course joceur, excursion, discourse, courier, course
curs
cort correct escort, cortage
cre, cresc, oret, * . .
grow create, crescent, accretion, increase
crease - _ e
) credo, credible, credence, credit, credential,
cred To believe < . e
_ incredible, credulity, incredulous
cycl circle, wheel — |bicycle, cyclical, cycle, encliclical
from, down, away, :
q o do the o osiie jdetach, deploy, derange, decrease, deodorize,
e % . :
) PP devoid, deflate, degenerate, deice
against ‘ 7
dec ten idecimal, decade, decalogue, decimate
dec, dign isuitable idecent decorate dignity _
dei, div God divinity, divine, deity, divingtion, deify
demo people |democracy, demagogue, epidemic
di Two ~|divide, diverge, diglycerides
gi through, across, diameter, diagonal, dialogue dialect, dialectic,
fal . o :
between diagnosis, diachronic
predict, verdict, malediction, dictionary, dictate,

dictum, diction, indict




igive

equi

dit

away, not, dismisgs, differ, disallow, disperse, dissuade, divide,
dis, dys, dif negative, opposite |disconnect, dysfunction, disproportion, disrespect,
1 ” of, separate idistemper, distrust, distaste, disarray, dyslexia
doc, doct teach, prove Idocile, doctor, doctrine, document
dog, dox thought, idea dogma, orthodox, paradox
: duce, abduct, product, fransducer, viaduct
duc, duct to lead, pull praguice, abeuct, ' e '
| B ue ead, pu aqueduct, induct, deduct, reduce, induce

Lpl t
- dom Noun. piace, state wisdorm
of being | e

ecto loutside, external lectomorph, ectoderm, ectoplasm o
lendo inside, withing  jendotoxin, endoscope, endogenous

cqual lequidistant, equilateral, equilibrium, equinox,

equitable, equation, equator

lout, away, from,

emit, expulsion, exhale, exit, express, exclusive,

e, ex, ef, es, ec \
T Hfully enervate, expel exceed, explosion
en, em |put into, make {enamor, empower

epi upon, beside, over lepilogue o

A E*i*isfngz, age imedieval, eternal

exter, extra

lexternal, extrinsic, exterior extraordinary,
outside of, beyond |

extrabiblical extracurricular, extrapolate,
extraneous

Noun: person or

superlative

-er, -or thing that does  Iparter, collzctor
_ something
-ed Verb: past tense  attained
Verb: to cause to |
~2h moisten
jbecome :
-er, -or Verb: action lponder, clamor
Adjective: ing |
-ed Jective having terraced
[the quality of
Adjective: .
-en . J&CTW@ silken
material
|Adjective:
-er JECTWQ. brighter
comparciive
Adiective: '
-5t Jective Istrongest




together

fa,fess  |speak ifob!e,fcbu!qus,fcwne,fcwnous,confassﬁprofess _
fac, fact, fec, |difficult, fashion, feasible, feature, factory, fact,
fic, fas, fea make do, do effect
femto quadrillionth femtosecond
fer 7 bear, carry fertile, infer, refer B
;:E ;Z;in' fain, ;2§i;,nmake, ifiction, faint, feign
fid belief, faith |confide, diffident, fidelity
fig ishape, form  ifigurem, effigy, figure, figment
flect, flex to bend iflexible, reflection, deflect, circumflex
flict  strike af fliction, conflict, inflict o
ﬂ.u; ﬂucTﬂux floW R effluence, inﬂuencez", effiuvium, fluctuate; oo e
7 ] _ confluence, reflux, influx, fluid
for, fore  |before ~ [forecast, fortune, foresee
form shape {format, formulate _
ffort strength leffort, forte, fortifiable
jfrgc?(frag,fra[_breaku_ frail, fracture, fragment
fuge }ﬁee subterfuge, refuge, centrifuge
fuse  pour _
MNoun: an amount
-ful or quanity that  |mouthful
fills ‘
ful Adjective: having, L ciful
- giving, marked by
Adverb: in g
-fold manner of, marked {fourfold
, ey |
gen, gin _lto give birth, kind_lgenerate, generally, gingerly. indigenous
geo earth igeography
giga billion lgigabyte, gigaflop
gor fo gather, fo bringicaTegory,caTegorize

grad, gress, gree

to gather, Yo bring
|tegether

grade, degree, progress

graph, gram, graf

to write, draw

{polygraph, grammar, biography, gmhﬁi%e, ‘relegmﬁm,
autograph, lithograph, historicgraphy, graphic




-ist

member

hate brathe 7 ]
ther, hes [to stick adhere, hesitate ) ,
hetero other heterodox, heterogeneous, heterosexual, heterodyne
hex, ses, sex  six _thexagon, hexameter, sestet, sextuplets
jhomo same homogenized, homosexual, homonym, homophone
hyper over, above jhypemc’rix{e: hyperfensive: hyperboiic,‘ ‘
o I hypersensitive, hyperventilate, hyperkinetic
liliegible, irresclute, inaction, inviolate, innocuous,
in, im, i, ir not iintractable, innocent, impregnable, impossible,
o __ limposter
in, im, (il) ;ZM:Z:Z on, near. linstead, import
infra beneath dinfrared, infrastructure .
ter between, among ;inTernaTic_ma!, Enjrercepf, interject, intermission,
e o linternal, infermittent,
intro _ jinfo, within interoffice, introvert, introspection, introduce
i lgo_ _
-ian, an Noun: reigTed fo. pedestrian, human
A N e |
Noun: related to
fic, ics the arts and arithmetic, economics
fice JNoun:act ~  Imalice
Noun: material ;
-ing lasiif;;;;ﬁwﬁy' ;ﬂooring, swimming, building
activity
ion -chitsg;] condition or labduction
Noun: doctrine,
-ism belief, actionor  formalism
condyet o
MNoun: person or bodiatrist '




Noun: state or

the character of

-ife quality igraphite
_ Noun: state or |
-ity, fy quality lucidity, novelty
-ive Noun: condition lna‘five
[Hify Verb: cause specify
. Verb: present .
- ’ d
"3 participle ; epicting
-ize Verb: cause fantasize
diective: ,
i JB'CTWE’. quality, generic
relation ;
. Adjective: having —
tr“fe the qualities of projectile
-ing  |Adjective: acTivity jcohering
Lish {Adjective: having lhewish

Adjective: having

ifestive, cooperative, sensitive

-ive, —airi\{e, -tfive the quality of o

. reject, eject, project, trajectory, interject,
jac, Ject _ ‘TO T.hrcw _defjec?edj, ir\jeg, ijqcu_lq‘r; ' :
fudice  ljudge | .

Jug, junct, just - [fo join \junction, adjust, conjugal -

labor N jwork B

lex, leag, leg law legal, college, league

choose, gather,

lect, 169, fig select, read jcollect, !egible,.ehglb.i.e. |
lide strike |
loc place, area location, locally
1o say, speech, word, logic
~ Jreason, study ' - _

f!uc, lum, lust:  |light translucent, illuminate, illustrate
Hude play "

Adjective: b
-less , . imotiveless

without, missing |

Adverb: in the
- ] juent

4 manner of Fluently _

mal bad, badly malformation, maledjusted, dismal, malady,




J

malcontent malfunction, malfeasance, maleficent

man, many hand, make, do manage, management
main bide
metr _ladmeasure o B
. megaphane, megaton, megafiop, megalomaniac,
mega great, million gap 9 - Megatiop, meg
_ B jmegabyte, megalopolis
mem recall, remember memory, commemorate
ment mind ) mental, mention
min ~ littie, small minute, minor, minuscule B
meso  Imiddle _mesomorph, mescamerica, mesosphere
' metaphor, metamorphosis, metabolism,
meta beyond, change L . ‘
- o ~ Imetahistorical, metainformation
micro jmillionth imicrogram, microvolt
mill, kilo ~ phousand millennium, kilobyte, kiloton
milli _fthousandth  Imillisecond, milligram, millivelt
. misconduct, misinform, misinterpret, mispronounce,
mis wrong, bad, badly | . . .
! . R o Imisnomer, mistake, misogynist T
I transmit, permit, missile, missionary, remit, admit,
mit, miss fto send 1 e
mob, mov, mot  move Imotion, remove, mobile _
imonopoly, monotype, monologue, mononucleosis,
mona one . .
o 7 Jmoncrail, monotheist,
morph ... Shape polymorphic, morpheme, amorphous
multi many _ |multitude, multipartite, multiply, multipurpose
Noun: condition or
-ment document
jhano  |billionth nanosecond, nanobucks
nasc, nat, ghant, 3 ) )
bnai g to be born {hascent, native, pregnant, naive
inai
nom, nym jname jhominate, synonym
non nine nonagon o _
non not nonferrous, nonsense, nonabrasive, nondescript
nov new novice, novelty
INoun: state, )
-ness ‘ . . kindness
condition, quality _
oct eight loctopus, octagen, octogenarian, octave

b, oc, of ,op

toward, ageinst, in

oppose, occur, of fer, obtain




the way

jomnipotent, omnivorous, cmniscient

omni all
oper work loperate, opus
over excessive, above fover‘work, overall, overwork
o Nogn.: condition or valor
activity _
-ory sNe,O::;sp;er"e for, territory
oS, ~e0Us. -0se Adjective: having |
~ious, ! " ithe quality of, ladventurous, courageous, verbose, fractious
N [reiating to
pair, pare 'armnge e _‘ SR
pat, pass, path  [feel, suffer jpatient, passion, sympathy, pathology
bara beside gz:zgsz% ;amprofessmnal, paramedic, paraphrase,
%ped,_p_qd ~ ifoot o impede, pedestal, podium, pedestrian
pei, puls  |drive, push repel, pulse

pend, pond, pens

to hang, weigh

?suspend, appenhd

per B

{through, intensive

|persecute, permit, perspire, perforate, persuade

peri

around

periscope, perimefer, perigee, periodontal

phan, bhaé, phen,
fan, phant, fant

show, make visible

lphantom, fantasy - -

jpha speak ‘

phil iove philosopher _ _ 7

ohon <ound telephone, phgnics, phonograph, phonetic,

_ nomophone, microphone

phot light photegraph, photosynthesis, photon

Dico frillionth picofarad, picocurie

pict paint, show, draw |picture, depict

pli, ply ~|fold Ireply, implicate, ply

plore weep

poly rmany lpolytheist, polygon, polygamy, polymorphous

pon, pos put, place postpone, position, posture

sort fo carry -;por“r@r*, portable, report, transportation, deport,
import, export

post after, behind postpone, postdate

pre, pur

before

precede




orim, prin ffir’sf _
Ipro for, foward propel
psych |mind psychology
pute . Jthink |
quct, quad four lquadrangle, quadruplets o
quint, penta five quintet, quintuplets, pentagon, pentane, penfameter |
quip _ Iship

uir, quis, quest, L .
quir. quis. q seek, ask query, inguire, exquisite, quest
quer _
re ___ |back, again report, realign, retract, revise, regain =~ o
refro backwards jretrorocket, retrospect, retrogression, retroactive
rupt break irupture, corrupt, interrupt

sanctify, sanctuary, sanction, sanctimonious,
jpanct holy !
o o sacrosanct

sci, scio o know [conscious, science ,
1 , ] inscription, prescribe, proscribe, manuscript,
scrib, script To write ; P pr P i P

e fconscript, scribble, scribe

[apart, move awa
se P 7 lsecede
—— from | e
sect, sec cut iintersect, transect, dissect, secant, section
sent, sens ~|feel, think sentiment, sensation
. isemifinal, semiconscious, semiannual, semimonthly,

semi nalf .y
sept seven septet, septennial
serve  Jkeep
sequ, secut, sue  |follow sequence, consecutive, ensue

to withstand, make

sist insist

up :
soci to join, companions sociable, society
sol lalone Isolitary, isolate

solv, solfu, solut

foosen, explain

isolve, absolute, soluble

[spect, spec, spi,

inspect, spectator, circumspect, retrospect,

stab, stat, stan, |

_ 7o look, see
spic, i prospect, spectacle
sper hope ' |
Spir - |breath, soul frespiration, inspire
d t |
stanad, stant, stand

stature, establish, stance




sti, $Tq, 5T, stead
strain, strict, . . . , .
. : bind, pull constrict, restrain, stringent, prestige
string, stige _
stru, struct, , .
build destroy, misconstrue, obstruct
sTroy, siry _
under, below, . . .
sub, suc, suf, € lsustain, survive, support, suffice, succeed, submerge,
from, secretly, . :
sup, sur, sus ) submarine, substandard, subnormal, subvert
instead of
uperior, suprarenal, superscript, supernatural,
super, supra over, above pupertior, sup  SUPErSCripl, supern
_  [superimpose, supercede
' together, at the : :
syn, sym o sympathy, synthesis, synchronous, syndicate
4 _YV same time ymp yy”__ v _Y
. Noun: status .
-sh ' i
: 'P | condition relationship
-ster ~ lperson
tact, tang, tig, | ; i . : . :
o touch itactile, tactilely, tangible, contiguous, contingent
tain, ten, tent, . . .
tin hold, keep, have  |retain, continue, content, tenacicus
tect, teg cover detect, protect, tegular, tegument
distance m .
tele m;a: - fro itelevision, telephone, telegraph, telemetry
[tend, fens, tend |stretch ~  lcontend, extensive
tera  frillion  jterabyte, terafiop
end, boundary, . .
term o Y lextermingte, terminal
N it |
terr earth ~ [rerritory, terrain
test ~ |see, witness  jattest, testify
fire |draw, pull
theo,the |God _ theology, theist, polytheist
therm ~ |heat thermometer, thermal
tor, tors, Yort twist ifersion, forment, contort
' lattract, tractor, traction, exiract, retract
tract, trai, treat ito drag, draw | pull ' ’ ’ T '
reat e drdg, graw., p protract, detract, subtract, contract, intractable
s rans across, beyond, transform, fransoceanic, transmit, transport,
_ change - transducer _ _
tri ]Thr‘ee tripod, triangle, trinity, trilaferal

il




tribute give
un not, a:qams’r, unceasing
opposite _ , -
uni one uniform, unilateral, universal, unity, unanimousone,
unite, unison
unti before '
Noun: act,
-ure condition, process, lexposure, conjecture
function (.
jvac empty vacant, vacuum
jvade 90 _ e .
veh, vect to carry vector, vehicle, convection, vehement
ven, vent come ) jconvene, invent, prevent
verb, very word verify, veracity, verbalize, verve o
vert vers to turn, change :convarjt, revert, adver‘,‘rise, versatile, vertigo, invert, :
} = jreversion, extravert, introvert -
vi - jway '
vid, vie, vis isee visible, video, review, indivisible
vit, viv_— life _vital, vitality, vitamins, revitalize, revive
voc, voke ~  feall vocal, revoke
volv, volt, vol ~ Jroll, turn Irevolve, revolt, evolution
with jgainst
Adverb: ina
~ward idirection or homeward
manher ‘
Adverb: in the ;
-wise [manner of, with  {fimewise
regard to
Noun: state, :
-y {condition, result  isociety, victory
of an activity
Ny Adjective: marked | hungry
by, having _

12




tribute

give

not, against,

lunceasing

un :
opposite o 7 _
uni e _unf'form, unilateral, universal, unity, unenimousone,
_ wnite, unison
|unti |before
Noun: act,
-ure |condition, process, fexpesure, conjecture
function
vac ]emp‘ry_ _ vacant, vacuum
vade ko | o
veh,vect . ... Hocarpy ... vector, vehicle, convection, vehement
ven, vent come |convene, invent, prevent
ver o TTUe _verify . i .
verb, very  |word verify, veracity, verbalize, verve B
vert vers Lo turn. chanoe convert, revert, advertise, versatile, vertigo, invers,

_ireversion, extravert, infrovert

i

way
vid, vie, vis  Ises |visible, video, review, indivisible o
vit,viv _ llife vital, vitality, vitamins, revitalize, revive
voc, voke fedl  pocdlrevoke i
[volv, volt, vol roll, turn Irevolve, revolt, evolution
with against

Adverb: ina ‘
-ward direction or homeward

imanner

Adverb: in the
-wise manner of, with  Itimewise

regard to

Noun: stafe,
-y lcondition, result  |society, victory

jof an activity

Adjective: marked |
-y hungry

by, having

hitp://ueno.cool.ne. jp/let/prefix.himi
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Tips For Spelling

TEACHING SPELLING

TO SPELL YOU MUST:

1. Recognize letters and sounds.

2. Remember the correct sequence of letters and spell the
word in your mind.

3. Recall the sequence.

MEMORY
1. We remember what we want To remember.
2. We tend to remember the most recently learned material.
3. Practice is essential for memory.
4 The easiest material to remember is that which we have
~ discovered ourselves.
BUT HOW?

1. Make the spelling words relevant. Learn spelling within a context. (Write
letters where spelling is important )

2. Try to write a whole passage first, then edit. Don't struggle over each
word as it comes up.

3. If the spelling of a word is asked for, give it, and circle it so that you can
go back to it later in discussion. Don't interrupt the flow of meaning.

4. Don't ask your learner to copy words or passages unless you have
explained the reason why. Do you know why? If they are rehearsing it as
they copy it, it will make more sense.

5. Put a relevant spelling word on a card. Rehearse it. Turn the card over.
Practice it.



5. Trace over a spelling word with your finger or pencil. This reinforces the
visual memory task involved in spelling.

6 Break words into syllables. Long words tend to be threatening.

7 Mnemonics - a trick to remember a hard spelling word. (In February we
say brr.)

8. Fill in gaps and have the learner learn each letter in a word. (--bruary, ---
ruary, ----uary, efc.)

9. Play crossword and Scrabble games.

10. Don't begin by Talking about consonants and vowels. Slowly introduce
these concepts if you feel it is necessary.

11. After writing a story, Tick all the words the learner feels sure he has
spelled correctly. See if you can get the learner to identify the parts of

the words he is not sure of.

12.Pay attention to the kinds of mistakes the learner makes.



RI A

jusweladius)
aziseYdLiUD
Bunenojes
commo:agm
. Alsiies
alajisiuy
|ebe)

Ajdde
apuab
apquiaban
Ayanoe
uonoaslp
asNIxD
so0UBIUAS
“181M

Uil

904G
Algnuep
punod
18ALD
Nasm

B
Buoe
35010

wiod}
asnoy
awub

B0

isA37 apein Buyleds

. quatteseduis] UaAs Ue SBY o}

"anss| 8y} U0 puels AW eziseydwa A|BU0HS |
‘sgsuadxa siy Bupemoleo s) 19xueq 8yl
‘wiio} uoneoydde gof Aw pejedwoo |
-laBuny Aw AJSIEs |1 S8DI000 puB N
oM AW LUIm @lapiaiul Jou op esedld
2{eBa} 1ualNo0D 1B} S

‘gol 18y} 10} Aldde 01 Apeel mou we |

. Bop spuab jeyl 900U NOA pIG

‘sead sem IoULID Y 18 PAALSS sjgeabaa Ajuo syl

JAHAROR J0Oyos-1aYe ur 10} dn ubis noA pigl
;Bujof 180 9y] st uopIRIIp JBLUM U]

ce1e| Bulag oy esnaxa JnoA s jRYM

LBW 10} 8DUBIUSS B S1LIM NOA HIM

1yBi1 st Is1m Al pUNoJe 18(808Ig 8L

"moJ Ui eyl Uy s)is Aoq Jey L

‘gapeid Ausw ojul aqolqg sselb eyl

Jeak eyl JO yjuow sl ey sp Arenuep

‘punted & sju80 gg 1500 sejdde asoy

"JOOYDS O} SN BACIP J8ALP SNG 8YL

LU S| y28m aif} h.o ABp 1BUM

Lpuey yep moh 1o bl InoA yum yond nod oq
Janl 9y Buoje payEm B

“loop ey} es0ja esea|d ‘saea} NOA UBUM

100} 8y} wody Xxoqeoys ey} dn payord Je1oy
ey pojuied useq 1sn| sey ssnoy anQ
Buifeid noA are sweb pied Jeups

-obuieli ey 0jUl IBD N0 8AOID |

weswetadwal
aziseydwae
Sunenoes
uopealdde
Ajsnes
EYEINEM
jeba|

Ardde
apuab
sjgqe18ban
Ayianoe
uonsalp
asnoxe
aousues
18LIM

Yl

eYoig
Amenuep
punod

reAup

Heem
by

Buoe -
8803 -

woj

asnoy -
guwied -

Jeo

Vv WHOZ—LINIWAOVYId TIATT JAVHD ONITTIdS

‘Be
e
9g
Ge
Ve
eT
K
Le
0e
61
g
L
9t
Gl
Tl
Y
¢t
L
Ok

R SN o B S ¥ o T o B L v

g spelD

L spein

g speID

G epein)

P epeID

£ apeiy

¢ 2pRID



g wioj——juswae|d [@Aa apesn) Buyjedg

jpuocndaoxs:

alqeuibewun
juedjubs
BIE2IUNWILLOD
snoabeinoo
jguibiio
LIOISNo
SNo4a1SAL

Ajnjales
1ybram
epinoe
AiBSST0oRU
ieilauah
Aydws
S8210A
sdeyiad
Apoqg
fieniqad
¥08yo
MO0
AJEm
1By
1891418
Jeao
Aip

@iy

Paq
HI0M

BOBI AEAD Uim O] AJIliqe sIUY Ul jeucidasxs S 19UUN: oy

2lqeuibeunun s; i1 ‘pauaddey paspul Jey; §|

oA yisia 01 sue(d ano U sebueyo juesyiub)s apeLw M

Bunim vl noA 01 sBuljse) Aw syesiunwiwing 1M g

‘snoabetnco paulewal ays [espio sI4 Bupng
e jo sdaid jeuibuo ue 1ng Adoo B jou 81 ey
‘Buiuwiow 8yy Ul 81B] BS54 O} WOISND AW JOU SI )|

OGP 8yl 1B 19)|B0 sNoualsAue B sem aley )
“‘Anjeied 91014 SIY} PROL 0] 248 NOA
"asde||od 01 jJOOU By Pasnes Mous ayl o ybem ay g
‘JUBPIDIE 18D 8Y] J0 BUBDS BL) 1B DAAILE B
99 jlews v s0ieyD 0] A1eSS808U 8g M 1
12atoad jooyos ay] Lt Jsatel) ledauab s alay )
ereM tum aiog Aidwia sul i {im

ey 9y} umep sattoa abuslis piesy 8
UiRI) B3 10) Jo1dBd aneay |im om sdeyled
‘Apog ues; ‘Guoj e sey oy

deaA 8y} JO YIUoW puooas aly) s Arenigay
"se)EISIU 10} Jaded IN0A 19A0 303D SAem|Y
sUONnoalp 288U MOjjo) O POl aJam app
“Builiow syl (00Yos 0] HiEM 1M BpA

WG ey eyl uo wim jueQg

‘Buipuim pue Buo| sem 1848 By |

sseib s2812 8yl ybnouy; ses o) Ases Sl 1
‘Saysip ay) AIp pue ysem aseajd

‘aoe(delt) syl Ul 81l B 1URIS O} YDIBEW E )1 5M
¢Paq 0} ob noA op awi} jeupm

‘Op O1 Y4OM [OCYOS JO 10| B BABY 8

jeuondsoxa
ajgeulbrwiun
weoyiubis
BIEDIUNWLWIOD
snoabeinoo
jeutfio
WoIsnD
SNOLIBISAL

Alinjalen
1bram
uspinoe
Alessanau
1migusi
Aldws
SA0I10A
sdeysad
Apog
Aleniga
o8y

Hlem

b -
1984]%
iea|o -
Alp -
aaly

padg
HIOM

8 WHOJ—LNIWIOVId 13ATT 2AVHD ONITIEdS

— O U WD~ o

82
e
ag
G2
i
‘£2
EA#
I
02
6l
8
Al
9%
Gl
"
Rt
ol
L
Gl
Mmooy

g 8prly

[ apein)

g 2pely

g spein

p aprin

£ epuig

Z apein



Spelling Grade Level Placement

Form A
Level 2 Levei 4
1. 9.
2. 10.
3. 11.
4. 12,
Level 3 Level 5
5. 13.
6. 14,
7. 15,
8. 16.
Name Date




Form A

Levei &

Level 8

17. o5
18. 26.
19. 27.
20. 28.
Level 7

21.

22,

23.

24.

Name Date




Spelling Grade Level Placement

Form B
Level 2 | Level 4
1 9.
2 10.
3 11.

4 12,
Level 3 Level 5
5. 13.

6 14,

e 15.

8 16.

Name Date




Form B

Level 6 Level 8
17. 25,
18. 26,
19. 27,
20. 28.
Level 7

21.
22.
23.
24,

MName Date







Sequence for Teaching Phonics (Spache & Spache, 1986)

Element

Examples

Simple consonants

bp,m,w, h,d, 1, n hard g, k,
hardc,y,f

| Short vowels

ael,o,Uuy

| More difficult coasohdﬂfs___ |

\v.l,z,s,r.c,q.x,j,g.s

| Consonant blends and digraphs |

ck, ng, th, zh, sh, th, wh, ch

-Simple-consonant blends—

withl,r,p, or 1, as bl pl, gr, br, |

Isp, st, tr, thr, str, spl, scr

Long vowels _

la,ei,ouy

Silent letters

knife, write, talk, gna?bia_c_k “
hour

Vowel digraphs

ai,ea, 0a,ee,ey,ea

Vowel diphthongs

au, aw, 00, 00, OW, Ou, 0i 0y, oW

Vowels with r

ar er, ir, or, ur. Same with | and

W

phohbgpdmg (mmes) e

ail, ain, all, and, ate, ay, con,
eep, ell, en, ent, er est, ick,

ight, ill, in, ing, ock, ter, tion




Neither/Nor: Resolving the Debate between Whole Language
and Phonics

by Louisa Cook Moats, Ed. D,

a franscript of a lecture given at the 1996 Washington summit
conference on Learning Disabilities

hosted by The National Center for Learning Disabilities,
New York

Last week I was asked by a reporter, who was preparing a
television documentary on literacy education in American, to
explain why educators were so resistant to the lessons of
science. Because he recognized that typical classroom practice
was at odds with empirical evidence about literacy acquisition,
the reporter was seeking to understand the curious gulf
between research and school reality. As others on this program
have reported, ! many lessons have been learned from research
about the nature of reading and writing acquisition and what
needs to be one to help children who learn with difficulty.
Those lessons, which are embodied in the results of the NICHD
research program directed by Reid Lyon 2 can be summarized as
follows:

a. novice and poor readers often lack phonological
sensitivity;

b. phonological sensitivity is expressed in several ways and
develops in a roughly predictable sequence;

¢. phoneme awareness is causally related to word
recognition accuracy and fluency:

d. novice and poor readers are characterized by word
recognition difficulties (impairments of spelling to sound
association) that impede their comprehension and
development of vacabulary;

e. these language problems are often related to a wide
network of other language-related skills, including spoken
language and composition, that suffer when remediation
is not successful;



f. structured, explicit, intensive language teaching is more
effective than any other known intervention in treating
these problems, at any age;

g. explicit language teaching should be one part of a
comprehensive and balanced program.

Although these findings need refinement, they provide a rock
solid foundation on which to build a science of pedagogy. The
convergence of cognitive experimental psychology,
developmental psycholinguistics, applied neurosciences and
educational psychology toward these principles is one of the
great success stories of 20th century science. However, it is
common that practitioners in education have no acquaintance
with the literature that substantiates these truths. Many
textbooks ignore the findings: their professors commonly
reject them, and administrators have been slow to acknowledge
and act on them. Curricula and standards across university
reading courses often have little shared content. There seems
to be no defined body of knowledge that distinguishes the
profession of literacy instruction, no essential foundation which
every teacher should know regardless of his or her specific role
in schooling children. One can be licensed to teach without
knowledge of the psychology of reading and writing, why
children need specific help with language, or what specific help

to give,

The fields of reading and learning disabilities have suffered
from the absence of a canon, or body of truths that are known
and practiced by those in the field.? Because it is an ungrounded
discipline, instruction in reading and writing invites extreme
points of view, overly defended practices, simplistic arguments,
and political squabbling. Witness the May 13 issue of Newsweek
in which Ken Goodman calls phonics proponents "right-wingers."
The point that is missed in such feuding is that research
provides a map for instruction that is more than a compromise
between Phonics and Whole Language. Research can now guide
many dimensions of spoken and written language teaching,
dimensions that are interdependent, each requiring explicit and
systematic attention from a teacher who understands the



relationship of the parts to the whole.* However, as the
inquiring science reporter had surmised, o communicate these
ideas to educators and lay persons alike seems o be a
challenging task we have not yet accomplished very well.

The reporter asked the right question, one that is curiously
difficult to answer. Why the scientific bases of literacy
acquisition are obscured by a fog of misunderstanding is a
critical issue that must be grappled with before substantive,
lasting change in practice will occur. One explanatory
hypothesis arises from a major difference between expert and
novice readers and writers. Adults who read can do so with
facit or unconscious awareness of language structure. It is
difficult for them to empathize with unskilled children because
as adults their text processing is automatic. In addition, when
tested directly, most adults do not display the explicit
knowledge of language that would allow them to understand
children’s confusions or enable them to teach reading and
writing to novice or poor students. As I reporfed in last
summer's American Educator® even experienced teachers do
not have the metalinguistic concepts about speech and print
that enables informed instruction in phonology, orthography,
word structure or even syntax.

Nor do adults learn those concepts from teaching experience
alone. T myself taught for 10 years before I began to
understand why children don't read or spell well, and that
knowledge came in a graduate school classroom with a linguist.
Although it is clear from research that phonology is the base of
a language hierarchy, most adults do not know what a speech
sound is exactly, or a syllable, a vowel, a morpheme, or even the
definition of a complete sentence. When T ask, how many
speech sounds in fox or boy, teachers are oftfen unsure. Isn't it
logical that this conceptual fuzziness about language structure
would interfere with instruction in phonology or the relationship
between speech and print? Explaining the difference between
fox and rocks, or toy and toil, requires explicit
conceptualization of how spelling represents speech. Even very
intelligent people do not often know these things: as with



children, metalinguistic awareness is not closely related to
intelligence. For example, psychologist's scores on my test of
language knowledge are embarrassingly low. Nevertheless,
children who experience difficulty with reading and writing
benefit from accurate, detailed, organized information about
the language they are struggling o master. The teachers need -
to be taught how to teach it.

The importance of explicit content knowledge for teaching is
not limited to reading and writing. There is evidence from other
disciplines such as math, science, history, and literature, that
depth of teachers’ content knowledge does influence teaching
outcomes. Deborah Loewenberg Ball of Michigan State has
repeatedly demonstrated how knowing math oneself is not the
same as knowing how to teach math®6. Depth of knowledge,
understanding of the organization of ideas within a domain, and
explicitness of knowledge affect how well teachers teach and
how well students learn. It has been shown by researchers af
Stanford and elsewhere that when teachers teach material
they do not understand well, they will avoid the subject matter,
become over-reliant on textbook prescription, present
information cursorily, teach by rote, and communicate dislike of
the material to students.” Perhaps phonics, grammar, and
spelling are reduced to meaningless skili and drill at Times
because so many teachers do not have the content depth to
teach it well. When language is faught actively, constructively,
inductively, and collaboratively, it can be a very interesting
subject for adults and students alike, including those with
learning disabilities.

The broader point is This: teacher education reform must
accomplish mare than elevation of standards, promotion of
professionalism, and changes in credentialing, New approaches
such as peer coaching, portfolio construction, mentoring,
teacher involvement in the construction of evaluation
procedures, case study discussion in round table format, and
teacher-quided observations are all needed and welcomed
innovations, but they are not enough. Teachers will be truly
empowered when they are taught a deep and explicit grasp of



content and its application to teaching children of all kinds. In
reading and writing, that is achieved not so much by telling
them about the lessons of research, but by asking them to
experience and study language structure in detail® Adults
themselves need a guided tour through language space, with
active exploration, before they can view children's language
behavior with an educated eye.

I+ takes time to accomplish competency. Teaching is not telling,
for adults or for children. Teachers are truly empowered and
able to act with flexibility and judgment when they understand
why they are doing something as well as how to do it. In
teaching reading-related skills, the why includes knowing
language structure and why children need to learn it, and the
how comes from seeing a model, doing the task in role play, and
then teaching with guided feedback. The pendulum of extremes
and our vulnerability to fads may stop if we recognize that
teachers want to know their stuff. We must stuff them
intelligently, with depth gained from research, and recognition
of the phenomena we want them to address.

1. Drs. Blachman, Lyon, and Henry especially.

2. Honig, 1996, Lyon, 1995; Share and Stanovich, 1995
3. Adams and Bruck, 1995

4, Honig, 1996

5. Moats, 1995

6. Ball, 1991

7. Grossman, Wilson, and Shuman 1989

8. Liberman, 1987
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Why Teach Phonics?
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Three Approaches to Phonics

EDUCATORS PUBLISHING SERVICE by John Savage
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Sequence of Skills
Levels K - 3

Phonics

Comprehension

Structural Analysis

Vocabulary

Study Skills



sequence of Structural Analysis

Student recognizes 's', ‘es’, and 'es’ with 'y’ and ‘i’ as plural markers.
Student recognizes root words

Student is able to match contractions to the expanded form
Student is able to separate compound words into smaller words

Student is able To recognize 's as sign of the singular possessive and s’ as
sign of the plural possessive

Student is able to determine number of syilables he hears in a word
Cre and two syllable words
Three and four syliable words

Oral Reading Sequence
Student is able to read sight words
Sequence of Vocabulary Skills
Student is able to name shapes
Studert is able to name colors
Student is able to give ’riwé names of numbers

Student is able to give correct antonym

Student is able o select appropriate meaning of underlined multiple meaning

words

Student is able to select the correct homonym

Student is able to select the correct synonym



Sequence of Comprehension Skills

Student sequences three or four pictures ih order

Student sequences three and four senterces

Student sequences four and five sentences

Student sequences five or more sentences

Student understands concepts

Student is able to follow written directions isolation

Student is able to follow two written directions in specified sequence

Student is able to follow two or more writfen directions in specified

sequence
Student is able to draw a conclusion after seeing sequence of two pictures
Student is able to draw a conclusion after seeing sequence of three pictures
Student is able to draw a conclusion after reading a series of sentences
Student is able to recall details after a passage is read to him

Student is able to give the main idea or topic after a passage is read to him
Student is able to make an inference after a passage is read to him

Student is able fo distinguish between realistic fiction and fantasy after a
passage is read to him

Student is able to follow three oral directions.

Student is able to foilow four oral directions.



Student can circle three words (that have something in common) from a

groun of four words

Student can distinguish between fact and opinion when reading factual
essays, reparts, editorials, advertisements, etc.

When given a mode!, student is able to make an analogy by selecting the
faurth word from a list of three

Student is able o use contextual clues in getting meaning of new or affixed
known words

Sequence of Study Skills

Student is able fo supply missing letter in alphabetic grouping of three
letters

Student is able to alphabetize a group of letters

Student is able to alphabetize a list of five short words beginning with
different letters

Student is able to alphabetize a list of five short words beginning with the
same fetter

Student is able to read simple maps
Student is able to use quidewords to find correct page for word entry

Student is able to choose best definition of word to fit sentence context

(Y372) Manual of Diagnostic Tests and Activities: Reading K - 3,
Cambridge, Ma: Bdeo Reading and Learning Center






Sequence of Skills for Phonics

Student distinguishes initial consonant sounds
Student identifies letters for initial consonant sounds

Student identifies letter combination for blends and diagraphs in initial
- position

Student identifies correct blend for final sound of dictated words

Student identifies long and short vowels (medial position) which is
heard in dictated words

Student is able to read words with three-letter blends in the initial
key word

‘Stiident s able to read-words containing vowel blends
Student is able to read words which contain R-conirolied vowels

wo_h won

Student is able to select words with the same sound of "g" or "¢" in
key word '

Student is able to read root word with commen final syliables added



Sequence of Comprehension Skills

Student is able to recall details after reading a passage

Student is able o give the main idea or topic, affer reading a passage
Student is able to predict outcomes after reading a paragraph
__Student is able to follow written directions

Student is able to make inference affer reading a passage

Student is able to use connecting words to sequence five or more

sentences

Student is able to distinguish between fact and opinion when reading
factual essays, reports, editorials, and advertisements

Student is able to identify pronoun antecedent after reading apassage

Student is able to make an analogy after being given a model
Student understands the author's point of view after reading a passage

Student is able o determine cause and effect relationships after reading a
passage |

Student is able to interpret time and setting affer reading a passage.



Sequence of Skills for Structural Analysis

Student is able to give expanded form of contractions

Student is able to separate compound words into smaller words

Smden? is ab!e?mdenﬂfypreﬁms e e
Student is able to identify suffixes

Student is able fo identify root words when prefixes and/or suffixes have
been added

Student is able to carrectly select word to complete the sentence when
prefixes or suffixes have been added

Student is able to select correct comparative form
Student is able to determine number of syllables in a word

Student is able to divide words into syliables



Sequence of Vocabulary Skills

Student is able to select the correct antonym for a given word

Student is able to select the correct homonym to fit the context

. sfudem 'i‘s ab[e e soloct ‘(heapproprm‘re me,anmg oFawordonthebasisor

the context of the sentence

Student is able To correctly select The meaning of an unfamilior word on
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Student is able to select the correct synonym for a given word



Sequence of Study Skills

Dictionary Skills
Student is able to alphabetize word that begin with the same letter or
letters

Student is able to use guide words when locating words in the dictionary

Student is able to use pronunciation key of the dictionary to pronounce new
words

Reference
Student is able to use table of contents to locate information

Student is able o use an index fo locate information on a specific topic
Student is able to locate information in an encyclopedia

STudem‘ is abie to determine appropr‘mfe ‘E’GPIC when locating information in

Student is able to read a question and determine the best reference to
use

Student is able to read a question and determine the best reference
source to use

Maps, Graphs
Student is able to use charts and graphics to answer factual question and
make interpretations

Student is able to use map legend to answer questions

Student is able to use maps to answer factual questions and make
interpretations

Student is able to locate places on a map using coordinates of that map



Comprehension Skills

Beginning instruction in reading focuses on two aspects
simultaneously: mastery of the mechanical aspects of reading and
comprehension. After the mechanical aspects of reading have
been mastered, comprehension skilis are further developed
through increased understanding and use of the printed page.
Reading instruction from this point on concentrates on helping
the student understand and interpret what he or she reads.

Understanding and Interpreting Meaning
Each of the following processes and skiils is invelved in the

comprehension of written matter:
o Understanding literal meaning of words, sentences, selections
» Understanding the meaning of punctuation marks
s Relating the story, telling what happened first, what happened then,
and what happened last
» (Getting the main thought
» Following instructions
o Seeing relationships and making comparisens
s Predicting outcomes and solutions
» Understanding meaning of figurative language
s Drawing conclusions
= Making generalizations
» Seeing cause and effect

Critical Reading
In order to read with discrimination, the student should have guidance and
practice in the following:
« Distinguishing the significant from the trivial, relevant from
irrelevant, fact from opinion
o Evaluating material read from the reader's own experience and from
other criteria
» Determining the writer's point of view
o Reading widely on controversial issues
e faintaining an objective and inquiring point of view

Pape, Lillie (1975) Guidelines to Teaching Remedial Reading, North
Bergen, NJ: Book Lab
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BPS CITYWIDE LEARNING STANDARDS: KINDERGARTEN
INTRODUCTION "

Goals ;
The Boston Public Schools Citywide Learning Standards are designed to produce indepe
who are encouraged to:

o Think, guestion, and communicate
o Gain and apply knowledge
o Work and contribute in meaningful, purposeful ways.

Students think, question, and communicate to make sense or meaning of their world and experiences,

Thinking includes being able to internalize new ideas and connect them to familiar concepts and prior
knowledge.

Questioning includes the framing of thoughtful questions, and the pursuit of these questions until the
student fully understands,

Communicating means putting fearning into the language of speech or writing, and requires reflection
in such forms as examination, clarification, analysis, and synthesis.

Students gain and apply knowledge to pursue ideas and experiences, and apply this new knowledge in
real life contexts. This pursuit is interactive by nature. The more collaborative and experiential it is,
the more powerful the learning.

Students’ work needs to be meaningful and purposeful. The process and products of student work
need to be valued contributions to the school and community, and the student. Embedded in powerful
learning experiences are notions of persistence, self-discipline, hard work, effort, and pride in
producing quality work.

Teaching and Learning in the Boston Public Schools

Learning is an active, constructive, creative, and often collaborative process that involves a variety of
distinct cognitive strategies. Skillful learners use these strategies, largely unconsciously, to access
content through text or other media, to make meaning of the content, to make connections with and
apply the content in thoughtful and meaningful ways, and to retain the content for later use. In learning
these strategies and coming to own them, students learn Zow to learn in addition to acquiring important
knowledge. These strategies include the following:

Skillful learners....
o Read, write, and think a lot about topics and ideas of importance to them.

o Set goals or purposes for their learning.

o Make personal connections between the content and other knowledge, experiences, text, or
media.

Ask questions as they read, listen, or view.

Clarify the meaning of words or content they don’t understand.
Listen or watch for important elements, themes, or issues.
Create sensory images.

Make predictions, inferences and judgments.

o C O 6 0 O

Get “in the shoes” of characters or participants.



o Create ongoing summaries or syntheses.
o Build on their understandings by sharing and discussing them with others.
o Assess their learning and make mid-course corrections.

Because we know this is how people learn, the system supporis the workshop approach fo teaching and
learning. The workshop approach helps teachers organize their classrooms and instructional time to teach
effective reading, writing, and learning strategies and to help students put them into practice. The most
important goal of this approach is the development of independent learners who are equipped with the
skills and knowledge they will need for a lifetime of learning.

The workshop approach derives from the insight that people learn best by doing and that teachers often
need to previde students with more time to read, write, and use effective learning strategies to explore
and understand the content they are studying. The approach also derives from the insight that students
need to share in the ownership of the curriculum to in¢rease their mvestment, engagement, and
motivation. Students need to participate in the selection of “just right” books for independent and smali
group reading and writing activities, and they need to explore, read, and write about fopics and ideas of
importance to them {as well as the curriculum).

The workshop approach uses a mixture of whole-class, small group, partner, and one-on-one instruction
that centers on conversations about content, strategies, and work routines. Fach of these varied approaches
to teaching and learning is essential to students’ development as independent readers, writers, and learners.

The Habits of Mind and Werk

The following habits enable effective learning and are essential to students’ success in school.
Developing these habits in students is the responsibility of every teacher, administrator, and other adult
involved in the lives of our children.

o Curiosity and Critical Thinking: Students listen attentively, observe carefully, and ask
thoughtful questions until they understand; they look for good evidence.

o Respect for Diversity: Students recognize and value racial, ethnic, cultural, age, gender, and
individual commonalities and differences; they respect other people's points of view.

o Consideration and Compassien: Students treat themselves and others with care and respect;
they build trusting relationships; they help, care for, and share with one another.

o Collaboration: Students work well with others, give and accept constructive criticism, try to be
fair, and try to solve problems in a reasonabie, peacetul manner.

o Self-Direction: Students check their own work, invite the critical response of others, and make
appropriate adjustments.

o  Perseverance: Students work hard until the job 1s done nght, and are patient when the answers
do not come quickly.

o Initiative: Students try new things, take reasonable risks, and reflect on their successes and
mistakes.

o Courage: Students stand up for their rights and the rights of others in a positive manner that
shows self- respect and respect for others; they resist harmful pressure.

o Responsibility: Students demonstrate personal responsibility and pursue important goals for
themselves and their schools.



ENGLISH LANGUAGE ARTS--KINDERGARTEN

Speaking and Listening
The students will be able to:

O
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Take turns during conversations and discussions

Listen to others during conversations and discussions

Follow directions of teacher or student leader

Listen for information

Tallk about an event expressing feelings and opinions from own experiences
Tell a personal story with appropriate expression and clarity

Understand that the purpose of language is communication

Retell a familiar story with expression

Listen to and appreciate the rhyme, rhythm and language in poems, chants, songs, nursery
rhymes

Recite familiar poems, chants, songs, and rhymes

Engage in and observe dramatizations of familiar and new stories
Generate questions about a topic

Tell what 13 understood about a story or presentation

Ask questions about a story or presentation

Make comments on a story or presentation

Enjoy talking with peers

Language Use
The students will be able to:

o
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Increase vocabulary through pictures and experience

Gain word meaning from stories, discussions and word games

Acquire new concepis through concrete leaming

Use new vocabulary and grammatical constructions in own speech

Use descriptive words in conjunction with people, objects, events, and actions
Use words that describe spatial and femporal relationships

Understand that words have meanings

Begin to recognize that commonly used vocabulary (e.g., “pizza
languages

Ask about words and concepts not understood

Demonstrate orally that phonemes exist and that they can be isolated and manipuiated
Link some letters and sounds

Understand that words are made up of one or more syllables

Recognize and produce rhyming sounds

ERIN1Y

taco™) comes from other

Blend sounds to make words

Notice sound patterns in groups of words
Sort words according to sound patterns
Find pleasure in playing with words



Reading and Literature
Beginming Reading
The students will be able to:
o Recognize that printed materials provide information or entertaining stories

Know how to handie a book and turn pages

Identify covers and title page of book

Understand meaning of title, author, iliustrator

Recognize that in English print moves left to right and top to bottom on page
Identify most upper and lower case letter

Match voice to print

Use letter-sound knowledge to identify unfamiliar words in print and gain meaning
Use pictures to make predictions about text

Use knowledge of language to make sense of text

Practice reading predictable books with patterned text

Know some resources for finding information about a topic (library, encyclopedia, individuals
to interview etc.)

o o 0o & 0o 0O C 0 0 0

Responding to Literature
The students will be able to:
o Understand simple story structure (imain events, characters, problem, solution)

Retell one or more events from story recently told or read aloud

Compare several stories by the same author

Compare and contrast different versions of the same story

Listen and react to a variety of genre, including poetry, fiction, nonfiction, drama
Recognize that genre represent different ways of telling stories and conveying ideas
Identify poetry, fiction and nonfiction

Identify the main ideas of a piece of literature using evidence from text as support
Compare personal event, aitribute or environment to those of characters in story

Use background knowledge, story content, illustrations, and text patterns to build meaning
Use nonfiction to gain information

Gain familiarity with traditional fables and folktales, include those from various cultures
Identify different multicultural versions of the classics

Gain pleasure from reading

Choose to read

o 0 0 0 0 0 0 0 0 0 ¢ 0 o0

Writing
The students will be able to:
o Compose texts with drawings and some letter formations
Understand that written words are composed of letters that represent sounds
Use letters to represent sounds
Use a combination of upper and lower case letters in writing
Begin to compose stories at own development level
Use mnitial, final and medial sounds in writing words
Attempt to reread own writing
Create writing that sounds like talk

o O 0 ¢ ¢ O C
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Begin to include storybook language in writing

Become familiar with a variety of reasons to write and forms for doing so (lists, letters, stories,
recipes, etc.)

Recognize that revising s making something you have written better
Practice crossing out and changing while writing

Write own name, some high frequency words and most of the alphabet
Leave space between words

Use a caret to indicate an addition to writing

Name and uses basic punctuation marks in writing

Gather information about topic

Build a repertoire of some conventionally spelled words

Choose to write

Take pride in own writing

Media
The students will be able to:

Q

C
o
O

Understand that media can portray fact or fiction and the viewer must decide which it is
Critically review mformation form the media

Use media to transmit and receive messages and information

Create scripts and productions of what has been learned







Gardner's Multiple Intelligences

Gardner chose to look at learning styles in a different light. Winters
(1995) and Wang (1996) provided the following summary of Gardener's
Multiple Intelligences: |

s plays with words (Vernal/Linguistic)

» plays with questions (Logfcal/MaThemaﬂcal)
¢ plays with pictures (Visual/Spatial)

» plays with music (Music/Rhythmic)

e plays with moving (Body/Kinesthetic)

o plays with socializing (Interpersonal)

» plays alone (Intrapersonal)

Again, each of us uses some of these styles when learning, but we tend
To prefer a small number of methods over the rest.



pultiple Intelligences

e Inter/Intrapersonal Intelligence
Interpersenal learners understand the moods and motivations
of others enabling them to work and communicate effectively.
They enjoy social activities
intrapersonal learners have a deep awareness of their own inner
feelings. They have a strong sense of independence and self-confidence.

o Bodily-Kinesthetic Intelligence
Students who possess bodily-kinesthetic inteiligence have the ability to
work skillfully with objects involving both fine and gross motoer skills. The
are characterized by a well-developed sense of balance and motor
control. In addition, they are skillful ot Translating intention into action,
These students izarn best by doing.

¢ Visual-spatial Intelligence
Swatial intelligence is characterized by a person's copacity to perceive
the visual world and recreate aspects of it even in the absence of '
relevant stimuli. This intelligence is fundamentally tied to the concrete
warld and the location of objects in that world. Thorough spatial
intelligence grows most directly out of one's observations of the visual
worid, it can develop in a blind individual and, therefore, visual and spatial
are not inexfricably linked.

« Musical/Naturatist Intelligence
No other intelligence emerges earlier than musical talent. Those who
possess high levels of musical or rhythmic infelligence constantly hear
tones, rhythm, and musical patterns in the environment and human voice,
as well as music. The auditory sense is crucial, although not mandatory.
People with naturalist intelligence have an appreciation for the natural
world around them. They possess the ability To classify and distinguish
plents and animais in the environment.
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Logical- Mathematical Intelligence

The logical-mathematical intelligence initially develops through
observation, manipulation, and handling of physical objects. In time, the
thinking becomes more abstract. This intelligence is closely related to
scientific thinking end deductive reasoning. Students possessing this
intelligence have the ability to recognize patterns, work with abstract
symbols, and see relationships. They also have an intuition about solving
arablems, often seeing a solution before actually working out the
problem. As with linguistic intelligence, students who possess this
intelligence are often perceived as being very smart becouse
standardized tests focus on math skills,

Yerbal -Linguistic Intelligence

The power and love of the written and spoken word is at Yhe heart of this
intelligence. Reading, writing, listening, and speaking are the activities
that represent this intelligence. Students who display This inteiligence to
a high degree are sensitive to the sounds and meanings of words and are
typically very good at decoding. Additionally, these students are seen as
being very bright because school tasks and standardized tests tend fo
emphasize this intelligence. Linguistic intelligence is the most
democratically and widely shared. While, for example, a musician or artist
exhibit abilities that seem mysterious To the average person, a poef or
author is seen as possessing To a higher degree what most of us have
within us.

Existential Intelligence
Students with existential intelligence are attuned to The human condition.
They are able to comprehend issues like the significance of life and death
and the experience of love.



Activities for Multiple Intelligences

Interpersonal Activities
Interview another student
Conduct a survey
Lead group discussions
Play a game with a friend
Write a story with a partner
Tutor a friend

Bodily-Kinesthetic Intelligence
Partomime an activity, task, or chore
Play a sport
Play charades

R P PRy ¥ A e
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Perform a dance to express an emotion
Learn sign language
Plan and present a puppet show
Go on a nature hike
6o on a scavenger hunt
Exercise

Visual-Spatial Intelligence
Play chess '
Guess the mystery object inside a bag
Make a map of your neighborhood
fake a diorama
Paint a picture that represents a story
Make a video of an event
Create a poster to express your thoughts on a current event
Create a mental image of the setting of a book
Put together a jigsaw puzzle
Wear a blindfold and try to walk around in a room
Daydream about a vacation
Create a sculpture
Solve a maze, play a board game



fusical Activities
Wryite a song
Write an advertising jingle
Sing a song To the class
Make up a cheer
Attend a symphony
Make a list of songs that calm, stimulate, or inspire you
Tap the musical patiern or count the number of beats in a song
Have a parade
Make a musical instrument
Play o musical instrument
Sing or recite a nursery rhyme
Add sound effects o a story

Naturalist Activities
Go on a nature hike
Plant a garden
Create an animal collage
Identify leaf tracings
Present a plant exhibit
Learn the names of flowers
Develop an animal card game
Make a habitat diorama
Plan a nature scavenger hunt for friends and family
Listen to the sounds of nature on a tape
Diagram the stars and consteliation in the night sky

Logical- Mathematical Intelligence
Solve a math problem using manipulatives
Add, subtract, multiply, or divide numbers
Make something using a recipe
Create a pattern with manipulatives
Conduct a scientific experiment
Mentally compute equations
Create a Venn diagram for a topic you are studying
thake and animal using tangrams
Create a time line
Play a counting game such as Mancela



Logical- Mathematical continued.. .. .
Compare and contrast tow or more ohjects
Solve analogies (leaves are to trees like petals are to...)
Make a graph to represent data
Build something with blocks
Classify objects
Write a math story problem
Play checkers
Do a brain teaser
Create an outline for a topic you are studying
Meaosure several objects in the classraom

Verbal-Linguistic Intelligence
Write poetry
Read with ¢ partner
Solve a crossword puzzle
Retell a story 1o a frierd
~ Write ina journal
Learn a new word each day
Listen to a lecture and Toke notes
Give oral instructions for completing a task
Write an acrostic poem
Give a dramatic reading
Write a sequel to a story
Create a class newspaper
Write and give a persuasive speech
Solve scrambled words
Write to a pen pal
Parficipate in a debate
Listen to a taped recording of a book
Write a book review
Write and perform a comedy routine
Become a storyteller for a younger class
Write a script for a television show
Read a daily newspaper
Create a Tfongue twister

Twick Flip Activities for Muttipie Intelligences {1998) Cdupress
www _edupressinc.com deveioped by Concetta Doti Ryan



Multipie Intelligence Inventory for Adults

Directions for administering the MI Inventory for adults

Check those statements that apply in each intelligence category. Use these
intelligence categories to help you understand the types of intelligence you
possess and your strengths and weaknesses.

Space at the end of each intelligence allows you to write additional
information not specifically referred to in the inventory.



MI Inventory for Adults

Body/Kinesthetic Intelligence

I engage in at least one sport or physical activity on a regular basis.

_..L find it difficult to sit still for long periods of time.

T like working with my hands at concrete activities such as sewing, weaving,
carving, carpentry, or model building.

__My best ideas often come to me when I'm out for a long walk or a jog, or when
I'm engaged in some other kind of physical activity.

L often like to spend my free time outdoors.

__T frequently use hand gestures or other forms of body language when conversing
with someone.

__I need to touch things in order to learn more about them,

T enjoy daredevil amusement rides or similar thrilling physical experiences.

__I would describe myself as well coordinated.

_.I need Yo practice a new skill rather than simply reading about it or seeing a
video that describes it.

Other Body/Kinesthetic Strengths:

Interpersonal Intelligence

__I'm the sort of person that people come to for advice and counsel at work or in
my neighborhood.

— I prefer group sports like badminton, volleyball, or softball to solo sports such
as swimming and jogging.

_When I have a problem, I'm more likely to seek out another person for help
than attempt to work it out on my own.

__I have at least three close friends.

__I favor social pastimes such as Monopoly or bridge over individual recreations
such as video games and solitaire.

— T enjoy the challenge of teaching another person, or groups of people, what T
know how to do.

__I consider myself a leader (or others have called me that).

__I feel comfortable in the midst of a crowd.

__Tlike to get involved in social activities connected with my work, church, or
community,

I would rather spend my evenings at a lively party than stay at home alone.
Other Interpersonal Strengths:



Intra-personal Intelligence

__TI regularly spend time alone meditating, reflecting, or thinking about important
life questions.

.1 have attended counseling sessions or personal growth seminars o learn more
about myself.

...I am able to respond to setbacks with resilience.

_..I have a special hobby or interest that T keep pretty much to myself.

__T have some important goals for my life that I think about on a regular basis.

__T have a realistic view of my strengths and weaknesses (borne out by feedback
from other sources).

__T would prefer o spend a weekend alone in a cabin in The woods rather than at a
fancy resort with lots of people around.

__T consider myself to be strong willed or independent minded.

__.I keep a personal diary or journal to record the events of my inner life.

T am self-employed or have at least thought seriously about starting my own
business.

Other Intra-personal Strengths:

Logical/Mathematical Intelligence

T can easily compute numbers in my head.

__Math and/or science were among my favorite subjects in school.

__T enjoy playing games or solving brainteasers that require logical thinking.

__Tlike to set up little "what if" experiments (i.e. "What if T double the amount of
water I give my rosebush each week?")

__My mind searches for patterns, regularities, or logical sequences in things.

__I'minterested in new developments in science.

__1I believe that almost everything has a rational explanation, _

__TI sometimes think in clear abstract, wordless, imageless concepts,

__TIlike finding logical flaws in things that people say and do at home and work.

_I feel more comfortable when something has been measured, categorized,
analyzed, or guantified in some way.

Other Logical/Mathematical Strengths:



Musical/Rhythmic Intelligence

__I have a pleasant singing voice.

__TI can tell when a musical note is off-key.

__I frequently listen To music on the radio, cassette fapes or compact discs.

__I play a musical instrument.

___My life would be poorer if there were no music in it.

__T sometimes catch myself walking around with a jingle or other tune running
through my mind.

__T can easily keep time to a piece of music with a simple percussion instrument.

__I know the tunes to many different songs or music pieces.

__If I hear a musical selection once or twice, I am usually able to sing it back
fairly accurately.

__I often make tapping sounds or sing little melodies while working, studying, or
learning something new.

Other Musical/Rhythmic Strengths:

Verbal/Linguistic Intelligence

__Books are very important to me.

T can hear words in my head before I read, speak, or write them down.

__T get more out of listening to the radic or a spoken-word cassette than I do
from television or films.

__T enjoy word games like Scrabble, Boggle, Anagrams, or Password.

__TI enjoy entertaining myself or others with tongue twisters, nonsense rhymes, or
puns.

__Other people sometimes have to stop and ask me to explain the meaning of the
words T use in my writing and speaking.

__English, social studies, and history were easier for me in school than math and
science,

__When I drive down a freeway, I pay more attention to the words written on
signs than to the scenery.

__My conversation includes frequent references to things that I've read or heard.

__I've written something recently that I was particularly proud of or that earned
me recognition from others.

Other Verbal/Linguistic Strengths:



Visual/Spatial Intelligence

__T often see clear visual images when I close my eyes.

—_I'm sensitive to color.

__T frequently use a camera or camcorder fo record what I see around me.

__Tenjoy doing jigsaw puzzles, mazes, and other visual puzzles.

__I have vivid dreams af night.

__I can generally find my way around unfamiliar territory.

__Ilike to draw or doodle.

__beometry was easier for me than algebra in school.

T can comfortably imagine how something might appear if it were looked down
upon from directly above in a bird's-eye view.

I prefer looking at reading material that is heavily illustrated.

Other Visual/Spatiai Strengths:






KEY QUESTIONS IN LESSON PLANNING

What thinking skills do I want
students to practice and develop?
* THINKING SKILLS o

What do [ want students to

know or be able to do when the

lesson Is over? How will I know
if they know it or can do it?

= MASTERY OBJECTIVES »

How can I get students
really engaged?
+ INVOLVEMENT o

What activities could students
do to galn understanding or
to develop these skills
« ACTTVITIES »

What knowledge, sidii, or
concept am I teaching?
= COVERAGE »

Figure 14.3: Thinking About Objectives

Key Questions on Lesson Planning
This graphic organizer maps four kinds of thinking about objectives.
Source: The Skillful Teacher by Jonathon Sapier, Robert Gower

5% Edition, 1997, page 406
ISBN: 1886822069



INSTRUCTIONAL APPROACHES

PRESENTATION ONE WAY
COMMUNICATION. USED

TO PRESENT INFORMATION
TO A GROUP

| DEMONSTRATION | MODELS TO STUDENTS
HOW TO DO ATASK AS

| WELL AS WHERE, WHEN,
| AND WHY.
I

DISCUSSION ENCOURAGES CLASSROOM

' RAPPORT ANDY ACTIVELY

TNVOLVES STUDENTS IN
THE LEARNING

COOPERATIVE IVOLVES A SMALL GROUPS
WORKING TOGETHER
LEARNING TOWARD A COMMON

GOAL.

DISCOVERY AN APPROACH THAT
ENCOURAGES STUDENTS

TO FIND ANSWERS FOR
THEMSELVES

PROBLEM AN APPROACH IN WHICH
STUDENTS USED
SOLVING PREVIOUSLY MASTERED
SKILLS TO RESOLVE A
CHALLENGE.

SIMULATION A SCALED DOWN

APPROXIMATION OF A
REAL LIFE SITUATION
PROVIDES PRACTICE
WITHOQUT THE RISKS

DRILL AND AN APPROACH THAT
LEADS STUDENTS
PRACTICE THROUGH A SERIES OF
EXERCISES TO INCREASE
FLUENCY IN A SKILL

i TUTORIAL AN APPROACH IN WHICH
CONTENT I$ PRESENTED,
THE LEARNER RESPONSES,
AND FEEDBACK 1S GIVEN




Lesson 1

Lesson Objectives

1. Students will review siort vowel words, {1)

2. Students will spell five words correctly, (S)

3. Students will read the story The Hen’s Egg. {(R) |

4, Students will copy a sentence neatly and correctly. (H)

Materials
Workbool page 1
Book: The Hen’s Egg
Lesson | flash cards
Short Vowel Chart

Teaching

1. Use the short vowel chart to review the short vowel sounds. Have students say each clue
word and then the sound in isolation. For example: bat, a. After sgying all five words and
sounds, have the students repeat the sounds only (@, ¢ i, o, u). Include this pmtmn of the
lesson in the next four lessons. If there are students needing more practice with short vowed
soluds, continue this as a daily routine past lesson 5. Use ﬂdsh cards to drill words randomly
or write words on paper or a chalkboard. Assign the work sheet. Students cut out the boxes
at the botrom of the sheet (with the words). They {ill in the missing vowel and glue the word
next to the matching picture.

2. Have the siudents write the following words on a piece of paper as spelling dictation:

pack, rug, fox, ship, yell

This is the spelling list for the first spelliing test given in lesson 5. After giving the spelling
dictation, write the words on a chalkboard and have children make any corrections needed
to their spcl}mg dictation. Students wiil use this list to prepare for the test. The teacher
should check the student’s list since it will be used for learning the words.

3. The Hen’s Egg focuses on reviewing short vowel words, although it also contains long vowel

words, and words that don’t fit either the long vowel or short vowel patterns that were taught
in the Step One program. Before starting to read the story, use flash cards to introduce the
fotlowing words to the children:

or, said, to, was, you

Many of the rules for these words will be taught in later lessons, for now help children learn
the words as additional reading vocabulary. Here are some suggestions to help children
remember the wards:

The word or: thymes with 4.

The word said: sounds like it should be spelled sed, and rhymes with red.

The word 7o Sounds like the word two. We usce /o when writing or reading about
something going to someplace: 1 want to go to the store

The word was: sounds tike it should be spelled wuz |
The word yeou: sounds like the letter u

Next, have Lie cluldren read the word Dist on the back of the book. Finally, read the bool.



Lesson 1

4, Use the handwriting sheet or have the children write the following:

Review A and a, write a Iine of cach.

Write the sentence: The cat sat on a red wig.

Short Vowel Chart T1

o bat o
hen 7

% dog %

Qﬂ QMS’

<~ duck“=

The Hen's Fgg word list TS
a hid peep
an il ran
back him red
bad i rock
b?‘ in run
bit it said
bone Jeb sat
hox fast <he
rame left shed
can made st
dish may the
tog nest to
cLg 1rip up
EAVE 1o Wi
get not will
got op wor
ben or yell
hea’s peck you

Worksheet T1

Handwriting Guide T4
Traditional or Modern

\Ala\ \A\a\




Lesson 2

Lesson Objectives

Modern

They are in

T1

tiher_dli_td wand the b a
ahoooy
shosi__poos e t__ek i the p _d¥

[T N

b_montie t__gi Fine er_ss

4, e 008

The t_shh_d {_uinthe b_gsh_i,

AT

s s chand oo D__b

actd, o

The Hen's Egg word list T2

hud PEED
hill ran
T red
I rock
in run
it said
Teb 50l
iasl she
lefl shed
inace st}
iy the
nest to
nip up
ne Was
not wili
(9191 WM
or vell
prck you

. Students will review short vowel sounds. (P)
2. Students will read the story The Hen’s Egg. (R)
3. Students will review their spelling list. (S}
4, Students wili write a sentence neatly and correctly. (H)
Materials Handwriting Guide
Short Vowel Chart Traditional or
Book: The Hen’s Lgg
\B\b\ \B\b\
Teaching
i. Review using the chart activity as outlined in lesson one. Next, have students look at the
back of the it,admg book The Hen’s Fgg. Have them find words for each short vowel sound.
Next, assign the workbook page. Read the sentences to the students and have them fili in
the missing vowels. Underneath each sentence is a list of the vowels used.
alphabetical order, not necessarily the order they are used.
Dad bit the red hot dog and the bun. b oan
D¥id Josh step on the tack in the mud?
The bug on the log feli in the grass, ST
The fish had fun in the big shell,
The
(You may have the students try the last sentence without
you reading it)
The pup got the stick and ran to Deb.
Fhep_p e
2. Review the following word list before reading the story:
or, said, to, was, you. Have students find the words on
the back of the book.
Have them read the word that comes before and after it in @
the list {except the word you). After reading the book ask back
the following questions from pages | to 4 bad
o
bt
What was the name of the dog? (Jeb) bone
g ) 0N
What did the dog want from the hen? (an egg) came
Why did the dog leave the shed the first time? dith
(1t got pecked by the hen) dog
Where did the hen put the rock? (in the nest) e
Where did the hen put the egg? (in a box) “‘“,t[
Why do you think the hen (hdn t give Jeb the egg? et
What do you think will happen nL\t” Why?
3. Have the students copy the speliing words on a piece of paper: pack, rug, fox, ship, yell
4. Use the handwriting sheet or have the children write the following:

Review B and b, write a line of each. Write the sentence: The bug fell in the big box.




Lesson 3

Lesson Objectives

1, Students will review short vowel sounds, ()

2. Swdents will read the story The Hen’s Egg. (R)

3. Students will categorize words based on things they can see or things they can do. (L)
4. Students will write a sentence neatly and correctly. (H)

Materials

Handwriting Guide
short Vowel Chart Traditional or Moder
Bool: The Hen’s Egg \1{1: on Oi\ P§ e
Workbook page 3 \ \ \

WG C

[\ WA
Teaching

. Review using the chart activity as outlined in
lesson one. Next, have the children look at their spelling word list. Ask which word has
the u sound (rug). Have them identify the short vowel sound as shortu. Repeat for the other
four words in random order.

2. Have the students read the story again. Ask the following questions from pages 5 to 10

On page 5, what did the hen sit on? (a rock)

Why did the hen leave the nest on page 77 (Because the dog had threatened to nip her.}
id the dog get the hen’s egg? (No) What did he get? {the rock)

How did the hen trick the dog? (It switched the egg and the rock}

Why did the dog vell? (He bit the rock)

What happened to the egg at the end of the story? (It hatched)

Do you think the dog will try to get the chick?

3. Grammar instruction will begin in this lesson, although grammatical terms are not used.
Basically, students are categeorizing words as nouns or verbs. Have students look at the back
of the reading book. Tell students that words have different uses.

Some words are things, people, or places. Some words are things
we can do. Have students find a word on the back of the book
that is something they can do. Next, have students find words
that are things.

Use Workbook page 3. Have students cut out the ovals with the
frogs and giue them on the correct pads. On the see pad, glue the

frous that have word on them that are things we can see. On the
do pad have students gloe the frogs that are things we can do.

See Pad: neck, fox, hiil, rug, van

Do Pad: run, mix, grab, toss, yell

4. Use the handwriting sheet or have the cluldren write the following:

Review C and ¢, write a line of each., Write the sentence: Can Ken cut the cob?



Lesson 4

Lesson Objectives

D =

Materials

Short Vowe! Chart T1

Students will review short vowel sounds. (P)

Students wili read the story The Hen’s Egg. (R) % bGT @F
Students wilf alphabetize words. (L)

Students will write a story. (CW)

Students will write a sentence neatly and correctly. (H)

Short Vowel Chart

Book:; The Hen's Egg

Workbook page 4

Spelling word list: pack, rug, fox, ship, vell

Teaching

1.

2

Review using the chart activity as outlined in lesson one. Play the following game. Tell
the students to listen to the insfructions and the words i each hist:

I will say some words. Clap once when 1 say a word that has the short { sound:
red, rid, rod, big, bag, bug

I will say some words, Put your hand on your head when 1 say a word that has the short o
sound, rock, rid, rod, nut, not, bag, hog

T wili sav some words. Put vour finger on vour nose when I sav a word that has the short
o o 4

usound. sack, buck, let, sock, pup, rub, rob

I will say some words. Tug on your ear when [ say a word that has the short e sound:
met, fin, red, fox, peck, lag

1 will say some words. Meow like a cat when I say a word that has the short a sound:
cat, dog, sad, fan, fun, tag, wet

Have the students read the word list on the back of the book. Next, read the story. Alter
reading the story, have the students find the page numbers for the following sentences:

The hen hid the egg. (4)

“I will get a bone.” (9}

The nest was in the shed. (1)

“Run or 1 will nip you,” said Jeb. {6)

The hen gave Jeb a peck. (2)



Lesson 4

3. The children will begin learning simple alphabetizing by first fetter only. Iniroduce the term
alphabetize and alphabetical erder.

Alphabetize means to put letters in the order they are in the alphabet. If we put words in
alphabetical order, we look at the first Jetter. We put the words n order by putting words
that begin with a first, b second, elc.

Write the following letters on the chalk board: ¢ b d a. Have students rewrite the letters
in the order they are in the alphabet. Repeat for the letters: g 1 b e £

In the next example some of the letters have been left cut: m p J n k. Have students put
them in the correct order (G kK m n p). Askwhat letters have been left out (after the letter
j and before the letter p). (1 and o)

Next use the following as an example for work book page 4: can an Dan ban. Instead of
rewriting the words, have students number them from 1 to 4 like on the workbook page.

4. Students will create a story based upon The Hen’s Egg. Refer to the creative writing
ingtructions 1 n the reference section for more information if needed.

In the story, what did the dog want to do? {take the hen’s egg)

How did the hen trick the dog? (She put a rock in the nest and hid her egg.)

Why do you think the dog wanted the egg? (to eaf, hunary, etc.)

Why do you think the dog didn’t eat something else, why do you think he wanted
the hen's epe? {answers vary)

How do you think the dog felt before it bit the egg? (answers vary)

How do you think the dog felt about the hen after biting the egg? {(answers vary)

Today you will write a story. You will retell the story from the dog’s viewpoint.
You can start with these words or write your own:

I was hungry one day. 1 saw the hen’s egg.

5. Use the handwriting sheet or have the children write the following:

Review D and d, write 2 line of each.

Write the sentence: Did Deb get the doll on the bus?

Worksheet T3

Handwriting Guide
Traditional or Modern

\D\d\ \D\d\




Lesson 5

Lesson Objectives

1. Students will take a test on short vowel sounds.(P)
2. Students will color the story The Hen's Egg. (R)
3. Stodents will read stories they have written. (CW)
4. Students will take a spelling test. (5)
Materials
Workbook page 5 TN e b e 1
BDO[{: The }.‘.]CH:‘S ng 2 pack  peck gk poek ek
Spelling word list: pack, rug, fox, ship, vell Tooms s s o s
4 I T 1)
. & wRED DD po Pl
Teaching S
l“\f“ hig s Sep gob ok [
I. Use workbook page 5 as a phonics test. For fines 1105 e |
say a word and have the students cirele it: (SR et o s
- |
. ‘EV sluap dwmpoeng eglr Gui
Line I: bud L
Line Z: peck EREE i
Line 3: miss —
Liﬂ@ 4 10g i\"i:_} rock  shue o zip damp o owell §

Line 5: pan

For the bottom section, have the students circle the word that has the same vowel sound as
the picture:
hen - step, fish - hit, cat - stamp, dog - boss, duck - shut

3

Students may color the pictures in the story The Hen’s Egg. Ask the students the following
questions about the story (answers may vary):

Do you thiak this is a true stery? Why do you think that?
How do you think the hen got the egg in the box?

What do vou think the dog learned in the story?

Do you think the dog will try to get the hen’s egg again?
Why do vou think that?

Why wouldn’t the chicken give the dog an egg?

3. Students may continue working on stories from lesson 4. Have students read their
stories even if they are not completed.

4. Have students number their paper from 1 to 5. Give the following words as dictation.

Spelling word list: 1. rug, 2. ship, 3. pack, 4. yell, 5. fox



Learning Plan (Sample)

Learner and Tutor

]an_uarj' to April |

Reading — Learner would like to read stories about people from other countries.
-+ We will [ook for books in the resource centre. '

»  We will logk for books in the library.

= We will try to read one new book each month.

Writing - Learner would like to write letters to the government.
= about the cuts to the TTC
» about countries that don't have clean drinking water

* any problems that come up

Spelling — Learner wants to work on spelling.
= We will take hard words from the books we read.
= We will make flashcards to help Learner remember the words.

* We will start with putting the letters of the alphabet on cards (using Learner’s
stickers) and write a word that starts with each letter.

+  We will add new words when we learn them.

Math — Learner wants to learn more math.
* We will start by adding and subtracting with two numbers.
¢ We can use straws and Learner’s ruler for help.

* We can play some games with math.

Field trips -~ Learner would like to go on some outings to help her learning.

» We will meet at Learner’s house to help her learn how to use her answering
machine. ' o ‘ . '

* We will go to the library to get the books we need for reading.

Best Practices in Literacy for Adults with Developmental Disabilities



LESSON PL

Student Name Lesson #

Tutor Name Length of Lesson

Date of Lesson

Lesson Goal/Objectives

Review Homework

Work in Progress This Session Next Session

Language Experience

Writing

Reading

Workbook
Other

Trigger Materials as Needed

Comprehension

Questions/Discussion (Before, During, After)

Writing Comments
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LESSON PLAM —continued

Direct Instruction (from Reading/Writing) This Session Next Session
Sight Words

Phonics

Word Patterns

Multi-Syllabic Words

Speliing

Reinforcement for Divect Instruction
Workbooks—=Subskills

Games, Puzzles, etc.

Student FEvalnation

Homework Assigrment

Model Reading

Selection—Title, Pages

Student Contments

“Tutor Notes (assessment, ohservation)

Literacy Valunteers of America, Inc



udent Roster

Assignment

Student Name
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Definitions

active voice the subject of the verb carries out some action, as he hit the
ball

affix a bound (non-word) morpheme that changes the meaning or function of
a root or stem to which it is attached, as the prefix ad- and the suffix -ing
in adjoining

ailiteration the repetition of the same sound, usually of a consonant, at the

~ beginning of two or more words immediately succeeding each other, or at
short intervals, or the repetition of f and g in: fields ever fresh, groves ever
green

annotated bibliography the inclusion of additional comments in the works
listed in the standard bibliography

antecedent a word, phrase, or clause to which a following pronoun refers, as
Iris is the antecedent of she in Iris Tried, but she couldn't find the book

appesiﬂve"c word o phr‘ase that restates or modifies an immediately

preceding nominal, as Enrico in My son Enricoe is 12 years old. Note: an
appositive is often useful as a context clue for determining or refining the
meaning of the word(s) to which it refers

base word a word to which affixes may be added to create related words, as
teach in reteach or Teaching

blend a combination of sounds represented by lefters to pronounce a word,
as in sounding out the joining of the sounds represented by two or more
letters with minimal change in those sounds, as /gr/ in grow, /spl/ in splash;
consonant cluster

clustering a content field technique or strategy to help students freely
associate ideas in their experience with a keyword proposed by the teacher,
thus forming a group of related concepts; a teaching process of "relating a
target word to a set of synonyms and other word associations" (May, 1994),
Note: clustering can be used to stimulate the recall of related ideas in



reading and writing, especially in pre-wrifing

complement the word (or words) that complete(s) the action of a verb in the
predicate of a sentence, as "policeman" in Tom is a policerman; to complete a
grammatical construction in this way

complementary a state of relationship between words with contradictory
meanings, as man-woman, bachelor-husband. Note: complementaries are
characterized by a lack of gradation of meaning between them. In contrast,
in antonymy, words have opposite meanings, each of which can nevertheless
- be graded, as big-small, bigger-smaller, biggest-smallest..

compound sentence a sentence with two or more coordinate independent
clauses but no dependent clause, as George talked and Harry listened.

consonant doubling the addition of consonant in The formation of some
gerunds and participles

cortext clues the information from the immediate textual setting that helps
identify a word used for decoding (sounding out) words being read for the

strategy and is primarily useful to resolve ambiguity (is bread pronounced
bred or breed) and to confirm the accuracy of decoding (does it make sense
and does it sound right?; and used for words that have become automaticaily
recognized, the context helps resolve which shade of meaning is infended
(progress or progress); and used for learning the meaning of new words
which can be decoded or pronounced but are not yet in the reader’s speaking
vocabulary, it is a primary strategy).

decoding the ability and willingness to sound out words by generating all the
sounds into a recognizable word (technically called phonological recoding);
and the ability to get the meaning of a word quickly, effortlessly, and
unconsciously after a brief visual scan, as in automaticity with individual
words which is the product of initial phonclogical decoding and then reading
that word successfully a number of fimes, preferably in text, until the
neural connections among the letters, sounds, and the word's meaning are
fully established |



description one of the four traditional forms of composition in speech and
writing, meant to give a verbal picture of character and event, including the
setting in which they occur

digraphs Two letters that represent one speech sound, as ch for /ch/ in chin
or ea for /e/ in bread

discourse a conversation, the act or result of making a formal written or
spoken presentation on a subject, as a learned discourse or literacy; in
linguistics, any form of oral or written communication more extensive than a
sentence

etymology The history of words; the study of the history of words

exposition one of the four traditional forms of composition in speech and
writing, intended to set forth or explain. Note: good exposition is clear in
conception, well organized, and understandable. It may include limited
amounts of argumentation, description, and narration o achieve this

purpose.

expressive writing a highly personal writing, as in diaries, personal letters,
autobiographies, etc.

fluency the clear, easy, written or spoken expression of ideas; freedom from
word-identification problems that might hinder comprehension in silent
reading or the expression of ideas in oral reading; automaticity; the ability
to execute motor movements smoothly, easily, and readily

four modes the traditional forms of composition in speech and writing:
exposition, narration, persuasion, and description. (each defined in this
document)

high frequency words a word that appears many more times than most other
words in spoken or written language. Note: basic word lists generally provide
words ranked in order of their frequency of occurrence as calculated froma
sample of written or spoken Text suitable for the level of intended use.



initial consonants the joining of two or more consonant sounds,

(initial blends) represented by letters, that begin a word without losing The
identity of the sounds, as /bl/ in black, /skr/ in scramble; the joining of the
first consonant and vowel sounds in a word, as /b/ and /a/ in baby. Note: this
process is regarded by some to be a crucial step in learning phonics

irregularity an exception o a linguistic pattern or rule, as good, better, best
are exceptions to the usual -er, -est, pattern of comparatives and
superlatives in English

literary analysis the study of a literary work by a critic, student, or scholar;
a careful, detailed reading and report thereof.

literary criticism the analysis and judgment of works of literature. The body
of principles by which the work of writers is judged. Note: The principles
used in judging a literary work vary from the highly personal and subjective
to the relatively objective; they may involve specific consideration of moral
values, historical accuracy, literary form and type, etc., and may vary from
one literary period to another

~main idea the gist of a passage; central thought; the chief topicofa.. ...
passage expressed or implied in a word or phrase; the topic sentence of a
paragraph; a statement in sentence form which gives the stated or implied
major topic of a passage and the specific way in which the passage is limited
in content or reference

media sources the means of communication, especially of mass
communication, as books, newspapers, magazines, radio, television, motion
pictures, recordings, efc.

narration one of the four traditional forms of composition in speech and
writing, that tells a story or gives an account of something, dealing with
sequences of events and experiences, though not necessarily in strict order
non-verbal a non-language, as noise; with little or no use of language.

nonsense syllable a pronounceable combination of graphic characters, usually
trigrams, that do not make a word, as kak, vor, mek pronounced in English as
spellings. Note: nonsense syllables are sometimes used in reading to fest



phonics knowledge, and in spelling to test for desired syllabic patterns while
avoiding known words

onomatopoeia the terms used to describe words whose pronunciations
suggest their meaning (e.g., meow, buzz)

oral histories the stories, histories, etc., kept alive by the spoken word
rather than writing. Note: while an oral tradition is characteristic of an oral
culture, it may coexist in a writing culture

naralielism the phrasing of language so as to balance ideas of equal _
importance. Note: parallelism may apply Yo phrases, sentences, paragraphs,
or longer passages or whole selections

passive voice the subject of the verb is the receiver of some action or state
indicated by the verb, as He was hit by the bali

persuasion one of the four traditional forms of composition in speech and
writing, meant to move the reader by argument or entreaty To a belief or
position

phoneme a minimal sound unit of speech that, when contrasted with another
phoneme, affects the naming of words in a language, as /b/ in book confrasts
with 7t/ in took, /k/ in cook, /h/ in hook. Note: The phoneme is an abstract
concept manifested in actual speech as a phonetic variant, as the allophones
of the phoneme /t/ in top, stop, pot.

phonics a system of teaching reading and spelling that stresses basic
symbol-sound relationships and their application in decoding words, used
especially in beginning instruction

phonemic awareness the awareness of the sounds (phonemes) that make up
spoken words. Such awareness does not appear when young children learn to
talk; the ability is not necessary for speaking and understanding spoken
language, however, phonemic awareness is important for learning to read; in
alphabetic languages, letters (and letter clusters) represent phonemes, and
in order fo learn the correspondences between letters and sounds, one must
have some understanding of the notion that words are made up of phonemes



phonogram a graphic character or symbol that can represent a phonetic
sound, phoneme or word; in word recognition, a graphic sequence comprised
of a vowel grapheme and an ending consonant grapheme, as -ed in red, bed,
fed

pre-writing the initial creative stage of writing, prior o drafting, in which
the writer formulates ideas, gathers information, and considers ways To
organize them; planning

- principle parts of verbs the principle parts: the set of inflected forms of a
grammatical class, as sing, sang, sung

prior knowledge the knowledge that stems from previous experience. Note:
prior knowledge is a key component of schema theories of reading
comprehension in spite of the redundancy inherent in the ferm

r-controlled sound the modified sound of vowe! immediately preceding /r/ in
the same syllable, as in care, never, sir, or, curse, efc.

“root word the meaningful base form of o complex word; after all affixes arg -

removes. Note: a root may be independent, or free, as read in unreadable, or
may be dependent, or bound, as -liter- (from the Greek for letter) in
illiterate

sensory details the details perceived by sight, hearing, smell, or any mode
by which one perceives stimuli outside or within the body

sentences:
declarative a sentence that makes a statement

exclamatory a sentence that makes a vehement statement or conveys strong
or sudden emotion

interrogative a sentence that asks a question or makes an inquiry

sequencing the structuring of successive speech acts according o their
socio-cultural functions, as in the temporal sequence "Hello,” "You look fine,"
"Goodbye.”



sight word a word that is immediately recognized as a whole and does not
require word analysis for identification

syliabication the division of words info syllables [the minimal units of
sequential speech sounds comprised of a vowel sound or a vowel-consonant
combination, as /a/, /ba/, /ob/, /bab/, ete.]

theme a topic of discussion, writing, efc.; a major idea or proposition broad
enough to cover the entire scope of a literary or other work of art. Note: a

theme may be stated or implicit, but clues to it may be found inthe ideas . ... ..

that are given special prominence or tend to recur in a work

thesis the basic argument advanced by a speaker or writer who then
attempts to prove it; the subject or major argument of a speech or
composition

topic the gereral category or class of ideas, often stated in a word or
phrase, to which the ideas of a passage as a whole belong

““fopic sentence a'sentence infended To express The main idea in a paragraph™
or passage

transitive verb a verb that takes a direct object, as read in Francesca read
the book -

unknown words the words that are unfamiliar to a reader in both print and
meaning

voice a syntactic pattern that indicates the verb-subject relationship; the
principal voices in English and many other languages are active and passive

word recognition the process of determining the pronunciation and some
degree of meaning of a word in written or printed form; the quick and easy
identification of the form, pronunciation, and appropriate meaning of a word
previously met in print or writing



Phonics Definitions

Initial Consonants: letters of the alphabet that are not vowels
b,c.d f.g.h jklmnpqrsitvwxyz

Initial Consonants Blends: br, cr, dr, fr, gr, pr, tr, bl, cl, fi, g, si, sc, sk, sm,
sn, sp, st, sw, tw, qu, p!

Note: Seven (7) of the consonant letters blend with 'r'.
Six (6) of the consonant letters blend with 'I',

Two Letter Digraphs (a digraph is two letters making one sound)
¢h  chair th  this wh where
sh shoe th  think ph  photograph

Digraphs are found in these positions:
Beginning  chair

Middle patches

Ending birch

Two Letter Blends
kn (n) knife

wr ® write

Three Letter Blends

chr chrome shr shrink squ squirrel
sch school spl  splash str street
scr scratch spr spring thr three
Vowel rules:

1. Tnitial both short and long

2. Single vowel at end of a word usually short

3. Two letter vowels having one sound; e.g. read, meadow

4. Two letter vowels having a continuous sound: e.g., noise, boy, ou as in
ouf

5. R-controlled vowel sound; e.g., crack-er



Phonic Definitions (continued)

Short Vowels

a apple o on

e bed u under
it

Long Vowels

a apron 0 no

e we u use
i kite

Yowe! Combinations
ai, ay, ea, y, ee, ie, ¥, 00, 0g, oW, au, aw, ou, ow, 00, ue, ew, oi, oy, er, ir, ur, ar,
or, 00, ed

A diphthong is two vowel sounds pronounced together so quickly they make
one syllable, (as the oi in oink).

A syllable is a part of a word, or whole word, that contains only one vowel
sound, and is made with one voice impulse.

Open Syllables/ Closed Syllables

Open Syllable: 1 vowel
The vowe! is open at the end.
The vowel sound is long.

Examples: ri-val, re-fine, va-cate, the-sis, spo-ken, ba-con, se-quence

Closed Syllable: 1 vowel
The vowe! is closed in at the end by a consonant.
The vowel is short.

Examples: sol-id, clos-eft, mod-est, ven-om, plan-et, com-ic, val-id
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HARNESSING THE POWER OF COMPUTERS TO BETTER THE LIVES OF
PEOPLE WITH DEVELOPMENTAL DISABILITIES

Shelley Trigg

Can computers improve the lives of people with developmental disabilities? Until
recently most people with developmental disabilities have used computers
almost entirely for learning academic and basic life skills. But computers can also

help develop social and interpersonal skills.

This Rehabilitation Reviewlooks at how computers have been used by people
with developmental disabilities in the past. It also examines new ideas about
infermation technologies (i.e., personal computers, software packages, and the
Internet) and how computers might help connect people with developmental

disabilities to others around them.
Traditional uses of computers

Most people with developmental disabilities use computers for drill-and-practice
activities such as computer-assisted instruction (CAIl). CAl allows students to
practice skills such as telling time, money handling, word recognition and
number-related tasks. The idea is that by practicing these basic skills over and
over, students with developmental disabilities will gain enough experience--
without taking up as much of the teacher's time--to grasp these basic concepts
(Robinson & Robinson, 1965). Unfortunately, CAl hasn't resulted in the hoped-for
academic gains for these students. Part of the problem is that educators had
unrealistic expectations about what computers could help students achieve on

their own. But CAl software has problems of its own: most programs are not very



individualized and are useful for teaching certain skills to only a very narrow
group of people with developmental disabilities (Conners, Caruso, & Detterman,
1986). These problems have led researchers to suggest that CAl be used
sparingly and only to supplement rather than replace traditional teaching
practices {lacono & Miller, 1989). Nevertheless, most special education teachers
in Alberta continue to use computers primarily to deliver CAl to their students
(Peterson & McDonald, 1991). This may be the result of accessibility: the
software is there and teachers have nothing else to use. It may also be the result

of thinking about computer applications in old ways.
Newer ideas about computers

Newer ideas about information technologies focus on how computers can
develop and foster social interactions. These interactions are important because
learning is a social activity. Although students learn individually, social
interactions with teachers and other students are critical to the learning process
(Okolo, Bahr, & Reith, 1993). Social interactions may also increase self-
confidence and interpersonal skills in people with developmental disabilities
(Anderson, 1995; Ryba & Selby, 1993). Although these skills are not measurable

in academic terms, they often represent great advancements for those involved.

Fostering collaborative work. The following stories illustrate how computers can
foster interactions among people with developmental disabilities. As part of an
introduction to a life skills program at a community college, eight young people
used computers three hours a week for 15 weeks with the help of a tutor. They
did such things as leamn simple computer commands, improve their typing or
word processing skills, play games and produce materials from a graphics

package.

Initially the students worked by themselves and relied heavily on their tutors for
heip. At the end of the 15 weeks, they worked much more collaboratively and

shared what they had learned with other members of the group. Aithough the



students varied considerably in what and how much they learned, all of them
developed specific academic and social skills (Ryba & Selby, 1983). But their
work with computers also allowed them to recognize their own achievements.
"For many of the students it was the first time they had ever been in a position to
demonstrate some expertise in a technological area or to teach their parents or

caregivers about anything” (1993, p. 15).

Developing communication skills. Another compelling story involves Belinda, a
10-year-old girl with moderate intellectual disabilities. To help her overcome her
poor communication and social skills and her fear of writing, her teacher
introduced her to a desktop publishing package that allowed her to communicate
but didn't emphasize writing. As she mastered the program, more and more text
elements were introduced and Belinda began to use the text to communicate her
ideas and experiences. Equally important, Belinda began to interact with her
peers. Because the other children recognized Belinda as an expert, they sought
her advice and asked for her help with the software (Anderson, 1995). Anderson
suggests that Belinda was successful in using the desktop publishing program
because she was actively involved with the software and able to control the

equipment.

Information technologies serve to help people communicate with others. These
stories highlight the importance of information technologies as something more
than tools to increase intellectual capa_c:ity; they point to unanticipated outcomes

of increased social interaction.

Information technologies can act as sites for increasing social interactions by
encouraging people to share their expertise about specific computer programs
with others, by allowing two or more people to work at ane computer terminal and
by facilitating interaction "through" the computer, as in a networked environment.
Networked environments encourage interaction by allowing people to

communicate via e-mail or on-line chat groups. When groups or pairs of students



work together around a computer, social interaction is increased (Podmore,
1991; Spiegel-McGill, Zippiroli, & Mistrett, 1989). Unfortunately little research has
looked at the interactions between groups of students with developmental
disabilities. The whole area of Internet access and people with developmental
disabilities connecting via networked environments remains to be studied.
Despite the fact that the Northamptonshire People First organization in the
United Kingdom has its own Web site (www.peoplefirst.org.uk) developed by and

for people with developmental disabilities, there seems to be an assumption that
people with disabilities are unable to use these technologies in all but the most

primitive ways.

Studies with non-disabled students show that networked activities work best
when they use a group structure rather than a one-to-one structure and when the
task is well-defined, has a timeline and an end-product (Riel & Levin, 1990). For
exampie, a project that created school newspapers containing news and
information collected by peer reporters from distant classrooms was more
effective in motivating students to write than a project that encouraged pairs of
students to exchange friendly messages via a computer network. Activities are
also more successful when a network coordinator facilitates group planning. In
the project where students worked on the school newspaper, the coordinator
organized the exchange of student stories and sent out the master pages to the

various schools so that a finished version of the paper could be produced.

Using computers effectively

Although there are no specific rules about how to use computers most effectively,
the following guidelines may help people to design more effective computer tasks

that encourage social interaction.

e Organize tasks that encourage two or three people to work at one

computer.



» Ensure that tasks or computer software allow individuals to take an active
part in problem solving and controlling the equipment.

« Individualize one-person-on-one-computer tasks. Make sure the person is
motivated by what he or she is doing.

» \When someone is working alone at a computer, look for ways o

encourage him or her to interact and communicate with others.

By acknowledging that computers can be sites for social interaction, educators
and others who support people with developmental disabilities can use

computers to improve people's lives.
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7 eleome to the fourth edition of ABE NetNews written by LDA Leaming Center and
funded through an ABE Supplemental Grant. In each issue we fearure a different topic
related 1o Aduli Basic Education and the challenges faced teaching adult learners. This
issue’s feature topic is Dierventions for Adult Learners with Learning Disabilities and Depression.
In addition, we will discuss technigues 1o enhance reacding comprehension. Our goal i providing this
information is to give you useful, proven strategies for working with adults who have Jearning

- Gaabilities or-leamnmg dHen e

Instructors are typically trained to work with learners that have averege skills, Many are frained to
work with slow learners, gifted learners, and learners who lack discipline. However, most instructors
are not well prepared to work with leammers who bave depression and/or mental health issues,
Research suggests that teaching “self-esteem” in the classroom is & positive way to support these
individuals. The following strategies are useful in helping leamers improve their self-esteem and
becone more confident both academically and socially:

» St a Warm, Supportive Tone in the Classroom
Instructors cannot give learners self-esteem. They can, however, create a climate that nurtures it.
This envirenment provides an accepting atmosphere in which leamners feel valued, supported,
and free to take risks. It is important that instructors show respect for all Jearners. Leamers need
to kmow that mistakes are 2 normal and expected part of the learning process. Encourage learners
10 compliment their peers and to Jaugh at themselves, Never allow them to make fun of or put
others down.

o Consider the Impact of Your Actions and Comments on Your Learners
An instructor's potential impact on a learner is immeasurable. Even the smallest actions and
comments have the ability to Lift up & leamer or send hinviier into a deeper downward spiral.
Make a conscience effort to be aware of the impact you have on your leamers’ self-esteem in the
classroom. It is also important that instructors avoid using language that the learner may thini or
feel is belittling or criticizing, especially in front of peers.
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= Encourage Involvement
[ eamers with low self-esteem are offen withdrawn or isolated from others. Find ways to
titegrate the learner into activities either in or out of school, such zs parenting support gToups,
Orchestrate the activities so that learners are likely to meet with success and become mvolived

with positive mdividuals,

s Help the Learner Cope With Failure
The ole of the instructor is not simply to show the learner how to minimize difficulty, but also
how 1o constructively cope with it. Teach them that failure 1s all part of learning and that most

successes do not come without seme setbacks.

o Encourase Other Instructors to Bolster the Learner's Confidence
. Talk with other instructors in your program. Ask them to find ways.to make the learner feel
impertant. Often being recognized by other instructors is enough to make 2 learner feel
weicomed and valued.

A

Individuals with depression need a safl

afe and supportive environmment. An instructor may feel

helpiess dealing with depression in the classroom.

herself in this area and become familiar with the symptoms. Whether you are dealing with a child,

adolescent, or adult, depression can be a very serious disease. To dea] specifically with the iliness of
epression, the following suggestions can be helpful in the classroom:

» . Don'tignore a learner with depression. Ignonng tends 1o show the learner {hat you don't
care and provides the leamer with another reason to give up.

s+ Try to draw out the learner in class discussions. Do whatever it takes to stimulate their
minds so that they don't withdraw and ignore you

¢ Let them know that you care. Help them to catch up on late work. Set up extra tutoring
with a positive role model.

s Never give up on the learner regardless of how long they have resisted putting forth
effort in your class. Leamners cap tell when an nstractor no longer bai eves in them and
expects them te fail It tvpically makes the situation worse.

» Don't make the learner feel that they have a fime limit in which to get over the
depression. Everyone deals with depression in & different time frame.

s Don't lie to the learner. Don't make promises sbout confidentiality that you cannot keep
Know what your school's policies and the law require you to de.

o  Be sincere. Learners can detect insincerity on your part. If detected, it will cause them
arther pain. 1 you feel you are unabie 1o help them, find someone who can,

Barb Geisel, LDA Learning Center

T you suspect that you are working with an adult with undiagnosed depression, first of all, take 1t
seriously. Talk to them about their feelings and how they are coping with ther challenges. Secondly,
offer the number and web address of United Way's FIRST CALL FOR HELP (65!) 2910211
htp/Awww awimsp.org/mpls/.
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Review: Briefly review each major section as you compleie it. Review again later on the same day 1o
keep from forgetting the material, Your understanding of ir will be increased each time you review.
Go back over the material several times, if possible. Typically up to 90% of what is read is
forgotten if not reviewed within 24 hours. Encourage learners to review immediately after learning
and then repeatedly on a daily and weekly basis, I highhighiing is done appropriately, a teview of
the highlighted wmaterial (and margin notes) should be sufficient.

Asking Comprehension Questions

It is helpful when instructors are aware of the wide range of comprehension questions that can be
asked to a learner. The following list is a. sampie of the. m&ny tvpes of comprehensmn questions that

" can be asked during a reading session T - i

s Locating information or iacfs

o Where in the passage
;

° Find the capiial of Alabama.

e Stating the main idea
s I ome sentence, summtarize what vou just reqcd.
« Which of the following besr rells the main idea of this passage? (Offer 2-3 cheices.)

s Drawing conclusions or making inferences from the material
o How do vou think the main characier jeels afier hearing the news?
o What do you think is the lesson here?

e Determining the sequence
o List the order of events. In this story, what happened first, next, and last?
» Dreow 3-4 pictures thar represent the story line and covange them in order.

s Personalizing the information
o Hiong would vou feel in this situation?
o What would you do and why?

Recommended materials: Barnell Loft Specific Skills Series. Bamnell Loft, LTD, Baldwin, New York
1982
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Keys To Success: Literacy for Persons with Developmental Disabilities

Richard Lockert and Jeanette Coombe

"I want to improve my reading and writing and I want to learn fo work on the
computer and do some math. I hope that by learning new things that I can
have a more independent life. I would like to be able to stay at my own
apartment and take care of my banking. I feel that if I upgrade my skills
that I can one day be making my own decisions.” (Sandra Busch, Literacy
Learner and Self-Advocate, Beausejour, MB).

Building literacy skills can be a meaningful experience for any adult, but
doing so can be even more significant for adults with developmentai
disabilities. With improved reading ability comes higher expectations,
improved self-esteem and more opportunities including employment
possibilities. In many cases, community living becomes easier and more
successful, and literacy allows adults with developmental disabilities to

e Ao

become active citfizens and more effective seif-advocates.

Learners with developmental disabilities may face more challenges than the
typical adult learner. Insufficient instruction in the past, lack of retention,
slow learning pace, short attention span, generally poorer language skilis, low
confidence and even transportation to the learning site are all potential
barriers. Volunteer literacy tutors and learners’ own networks play
important roles in helping individuals overcome these barriers. This
Rehabilitation Review will look briefly at each of four keys to literacy
education success which have been identified as significant for people with
developmental disabilitiestutor qualities, learner-centred approaches,
written materials and support and outreach. These keys come from the
SARC Support Inclusion! Literacy Project, conducted by the Saskatchewan
Assaciation of Rehabilitation Centres (SARC), the literature and our broader
experience.



Tutor Qualities

Rehabilitation workers or tutors working with people who have developmental
disabilities need certain characteristics and aptitudes to ensure successful
learning relationships, Obviously, they must embrace the belief that the
adult learner canlearn, and they must feel competent and confident in their
ability to instruct. The Roeher Institute (1994) cites respect for the
learners, good communication skills, perseverance, enthusiasm, interpersonal
sensitivity and concern for the whole person as vital qualities for an
instructor. Other qualities include creativity, awareness of needs, basic
training and supports, a sense of humour and the desire to celebrate
success.

Learner-tutor interactions should always be egalitarian rather than
hierarchicalin essence, both participants are learning and benefitting from
the relationship. Student and instructor should always treat each other ina
manner they would find acceptable for themselves. And it is also important
that the tutor does not impose herself or himself on the student by, for
example, "fixing" writing, or suggesting topics. |

Learner-cenired Approaches

As much as possible, adult literacy learners with developmental disabilities
should generate their own learning goals, based on their own inferests and
needs. Being in control of their own learning builds self-esteem and helps
retain interest.

In some cases, the futor may need to help the learner set goals for learning.
We've learned that the tutor may also need to work with the learner to set
realistic small steps which lead foward a larger goal. And, although a balance
will need to be struck between immediate literacy needs (such as reading
medicine labels) and longer term goals (such as reading a mystery novel), it's
important to remember that reading has recreational as well as functional
uses.



Educators of people with developmental disabilities emphasize that

 most learners have an attention span of 15-30 minutes for one
activity, '

» progress can be very slow— measured in months rather than weeks—
and dependent upon the frequency and consistency of instruction,

« students are concrete learners, so stories linked to their own
experiences will be easier to understand,

« tutors need to be creative and flexible with instructional methods,
adapting the learning needs to the inferests of the student,

s tutors should use as many different activities as possible for each
concept being taught, and, above all

« progress will be faster when both student and tutor are having fun!

Written Materials

Use "high interest, low vocabulary" reading materials that are meaningful to
the inferests, life experience, and self-identified “needs"” of the reader.
According to van Kraayenoord (1992), appropriate written materials should
» be age appropriate and not pedantic,
» provide the opportunity for learning,
« be meaningful for the reader,
« have simple sentence structure, avoiding complex synfax or
abstractions,
« follow a logical progression and avoid time displacement (future or
past),
» use nafural, everyday language, and
« be presented in a clear, uncluttered format, with iliustrations linked
to the text.

We found very few people producing written materials intended specifically
for adults with developmental disabilities. The Norah Fry Institute in
England produces information sheets (called Plain Facts) on a variety of
topics (see hitp://www.bris.ac.uk/Depts/NorahFry/PlainFacts). The Roeher
Institute in Toronto is another source for plain language products. And the
VRRI also creates plain language materials.

However, the shortage of appropriate materials means that futors and
rehabilitation workers need to be creative. Many Tutors recommend using




English as a Second Language (ESL) materials, as they are intended for adult
learners, use clear language, and include many pictures and illustrations.
Others use the Language Experience Approach, in which the students
dictate their ideas to the tutors and then learn to read these created texts,
first with assistance and then alone. Repetition and the predictable text are
helpful to the learner.

Support and outreach

For both young and adult readers alike, new literacy skills must be practised
and reinforced in different contexts daily. So, it is essential that a//people
involved with the individual are aware of what the student is learning, and
how they can help in the transfer of skills to other areas of that person’s
life. Communication and co-operation between support networks and learners
in the home, teaching and work environments can maximize "learning in
context" opportunities. In fact, recent work by Beck and Hatt (1998)
indicates that such support networks can be crucial in helping learners in
"early literacy stages" advance to the point where they are prepared for
entry into more mainstream literacy programming.

Koppenhaver and Erickson (1994) emphasize how imporfant it is that
learners with developmental disabilities have exposure o written materials,
regardless of their current literacy levels, in their home or social
environments. Keep penciis and paper at hand, and use the local library so
learners can choose the books, videos or tapes tAey are interested in.
Learners benefit from watching others use print materials, listening to
others read and having opportunities to discuss books, re-teil the stories or
ask and answer questions. Doing homework reqularly and having someone to
provide help when necessary can also be important in supplementing literacy
instruction.

There are endless opportunities to reinforce literacy skills through day-to-
day activities. Learners understand and retain more when words in their new
vocabulary are directly related to their real-world activities. Some ideas
include:

» reading recipes while cooking,
« marking important events on a calendar,
» reading traffic signs,



« making a shopping list before going to the store, and
« choosing what o watch on TV with the help of the printed television
listings.

Conclusion

The reality is that literacy programs often don't have adequate knowledge
of the particular learning needs of people with developmental disabilities,
while staff who work in the field of ten think they don't have adequate
experience in teaching literacy skills. Therefore, it is crucial that literacy
and disability organizations co-operate and consult fo serve this unique
population and, by doing so, help them become fuller participants in their
communities.

References

Beck, K. N., & Hatt, P. (1998). Literacy preparation praoject for adults with
developmental disabilities: Training manual. Toronto: Toronto District School
Board. |

Koppenhaver, D. A., & Erickson, K. A. (1994, October). Literacy strategies
and materials for adolescents and young adults with developmental
disabilities. Workshop sponsored by New Hampshire Department of
Education and Institute on Disabilities/UAP, University of New Hampshire,
Manchester, NH.

L'Institut Roeher Institute (1994). Literacy in motion: A guide to inclusive
literacy education. North York: Author.

Lockert, R. (2000). SARC Supplementary tutor handbook: Supporting
literacy for people with intellectual / developmental challenges. Saskatoon,
SK: Saskatchewan Association of Rehabilitation Centres (SARC).

Van Krayenoord, C. E. (1992). A survey of adult literacy provision for peaple
with intellectual disabilities. Brisbane: Fred and Eleanor Schonnell Special
Education Research Centre, The University of Queensland, 75.




ADULTS WITH LEARNING DISABILITIES: A DEVELOPMENTAL
PERSPECTIVE

Sandra Johnson M. Ed., M_.A., CASAC
Empire State College

According To Meizrow (1990) adult education is reparative education.

As they frace their education throughout their lives, people
reveal that they often enter adult education classes to
repair (my italics), compensate for, or fill in the gaps of the
past. They dream about the university because earlier in
their lives they did not have the chance to study. They
embark upon personal development because they hope to
overcome and to recover from wounds of the past..In other
words, when adults are accepted as university students,
they consider themselves as having returned to a process
that was, for different reasons, interrupted (Dominice,
1986, in Meizrow, 1990, p. 206).

If adult learning is reparative, then, how can we, as mentors, go on this
reparative journey with adult learners who have learning disabilities? I
believe we need knowledge in the areas of:

1. Basic understanding of what constitutes the types of learning
disabilities, most prevalent in adult learners and the
characteristics of adult learners with these types of learning
disabilities.

2. Understanding of the process of adult development and how
learning
disabilities impact upon that development, both cognitively,
affectively
and psychologically

3. Understanding of how to informally assess learners for learning
problems (and make referrals when appropriate)

4. Understanding of how to orchestrate learning for adults with
learning problems

5. Understanding of how Yo encourage the process of metacognition,
in order 1o invite self-reflection



These understandings will be addressed from both constructivism and
perspective transformational theoretical viewpoints. The postsecondary
educational arena is non-traditional adult education. The teacher-
student relationship is defined as a mentoring relationship. Learning is
defined as “the process of making a new or revised interpretation of the
meaning of an experience, which guides subsequent understanding,
appreciation, and action” (Mezirow, 1991, p.1) Teaching is based on
intentional developmental outcomes as defined by Taylor, Marienau, and
Fiddier (2000) that describe an evolving, growing learner who can: (a)
engage with the world of ideas and learn from experience, (b) examine
and challenge assumptions, (¢) arrive at commitments through self-
reflection, (d) relate to others from a place of mutual enhancement
rather than need (quoted in Taylor, 1999, p. 64).
The next question, driven by our examination of what understandings, we
as mentors, need to address, and the developmental perspective
presented of engaging adults in their movement foward autenomy, or
“relating to others through mutual enhancement rather than need" is:
Under scrutiny, is the conceptual framework of andragogy, infroduced
by Knowles, sufficient and/or equipped fo support adult learners with
learning disabilities? My argument is that the concepfual principles of
andragogy already in place, have created the underpinnings whereby we,
as mentors, can go on this journey.
Knowles (1980) in his seminal work looked at the organizing concepts of
adult education and stated that in this era of knowledge explosion, and
technical revolution, adult education must be primarily concerned with
providing the resources and support for self-directed inquiry. Whitehead
also looked at adult education in terms of life-long learning.

In other words, as the fime-span of major cultural change

has become

shorter than the life-span of the individual, it becomes

necessary o

redefine education as a process of continuing inquiry. The

role of the

teacher must shift from that of transmitter of information

to facilitator and

resource to self-directed inquiry, and to regard education

as a lifelong

process. For knowledge gained at any point of time will



become

increasingly obsolete in the course of time (Whitehead

quoted in Knowles,

1980, p.266.)
Knowles {1980) presented four assumptions of adult education: () It is
a normal aspect of the process of maturation for a person to move from
dependency toward increasing self-directedness, and teachers become
facilitators of learning by encouraging and nurturing this movement. (b)
As people grow and develop they accumulate an increasing reservoir of
experience that becomes an increasingly rich resource for learning (¢)
People become ready to learn something when they experience a need 1o
learn it, in order to cope more satisfyingly with real-life tasks or
problems. Learning is an internal process that engages their whole
being-including intellectual, emotional, and physiolegical functions. The
facilitator has a responsibility o create conditions and provide toois and
procedures for helping learners discover their ‘need to know.' Therefore,
learning problems can be sequenced according Yo the learner’s readiness
to learn. (4) Learners see education as a process of developing increased
competence to achieve their full potential in life. (pp. 43-44).
Knowles (1980) proposed seven process elements of his andragogy model
of learning: (a) climate should be relaxed, trusting, mutually respectful,
informal, collaborative, warm and supportive, (b) planning is done
mutually by learner and facilitator, (c) diagnesis of needs is done by
mutual assessment, (d) setting of objectives are created by mutual
negotiation, () learning activities include experiential techniques, inquiry
projects, independent study, (f) evaluation is accomplished by learner-
collected evidence. (p.390)
The great pioneer adult-education theorist, Edward C. Linderman
summed up the purpose of adult education:

In short, my conception of adult education is this: a

cooperative venture in

nonauthoritarian, informal learning, the chief purpose of

which is To

discover the meaning of experience; a quest of the mind

which digs down

to the roots of the preconceptions which formulate our

conduct; a

technique of learning for adults that makes education



coterminous with

life and hence elevates living itself to the level of

adventurous experiment .

(quoted in Knowles, p.57)
After first discussing the proposed understanding of needs, I will briefly
present a successful model program for adults with learning disabilities
utilized at a traditional postsecondary college, which is based on Knowles
assumptions and process elements, along with, dialectic inquiry. Finally, I
will "plug in" the proposed learning needs, coupled with the learning
theories of andragogy, and the elements of a successful program for
adults with learning disabilities to the non-traditional postsecondary
setting of adult education, thereby presenting a model for mentors, to
go on the reparative journey with adults who have learning disabilities.
Gerber and Reiff (1994) estimate that 5-20% of the population is
affected by a learning disability. Henderson stated, “the percentage of
fulltime college students who have indicated that they have a learning
disability is 25%" (quoted in Shaprino and Rich 1999). Shaprino and Rich
(1999) stated, learning disabilities are not bound by culture or language.
They are in all socio-economic groups and can be found throughout the
world. Approximately the same number of males as females has iearning
disabilities. Learning disabilities tend to run in families. According to the
U.S. Department of Education Office of Vocational and Adult Education,
known causes of Learning Disabilities are: (a) genetic defects, (b)
_ endocrine gland dysfunction, (c) pre-natal malnutrition, (d) maternal
substance abuse, (e) birth trauma, (f) chronic iliness {ear infections,
etc.), (g) early childhood high fevers, (h) lead poisening, (i) oxygen
deprivation, (j) accidents, (k) toxins, and (1) diet. (Young, 1593, p.5)
Newman and Buka have listed as causes of learning impairments: {a)
prenatal alcohol exposure, (b} maternal smoking, (c) prenatal exposure Yo
drugs, (d) low birth weight, (e) and child abuse and neglect. (quoted in
Young, 1995).
There is no single operational definition of learning disabilities (J orden,
2000). According to the Individuals with Disabilities Education Act
(IDEA), a student is said to have learning disability if there is a
significant discrepancy between ability and achievement in one or more
of the following seven areas: "oral expression, listening, comprehension,
written expression, basic reading, reading comprehension, mathematical
caleulation, and reasoning" (quoted in Shapino and Rich, 1999, p.16). In



1985, the Rehabilitation Services Administration or Vocational
Rehabilitation system presented an operational definition for adults with
learning disabilities To determine eligibility and establishing learning
disabilities as a neuropsychological condition:

..a disorder in one or more of the central nervous system

processes

involved in perceiving, understanding, and/or using concepts
through

verbal (spoken or written) language or nonverbal means. This
disorder

manifests itseif with a deficit in one or more of the

following areas:

attention, reasoning, processing, memory, communication,

reading,

writing, spelling, calculation, coordination, social

competence, and

emotional maturity. (quoted in Young, 1995).
It is important to point out that there is no formal diagnosis of learning
disabilities. Learning disabilities is a definitional term, not a diagnostic
term. In the educational system, the ferm is utilized to represent an
educational diagnosis, as a requirement for special education
entitlement. In other words, eligibility policies have resulted in an
operational definition for the educational system and for the vocational
rehabilitation system.
Gerber and Reiff (1994) have stated, "in order to assign a diagnosis,
classification using a recognized diagnostic system must be established”
(p. 57). These authors cite the Diagnostical and Statistical Manual of
Mental Disorders (DSM-1V) of the American Psychiatric Association and
the Association and the International Classification of Diseases (U.S.
Department of Health and Human Services) “to be the most logical
option for adults with learning disabilities. This grouping contains a range
of diagnostic options corresponding to several manifestations of learning
disabilities” (Gerber and Reiff (1994, p.57). The grouping of Specific
Developmental Disorders includes the academic skills of reading,
arithmetic, and expressive writing disorders. Language and Speech
Disorders include articulation, expressive language and receptive
language disorders.



Wren (2000) cites research done by Johnson and Blalock stating that
the most common types of learning difficulties in adults are: written
language problems, oral language problems, nonacademic problems, and
attention and organization probiems.
According to Wren (2000) written language problems are the most
common pattern of adults with learning disabilities. Reading problems are
referred to as dyslexia, which can involve problems in both reading or
receptive language and spelling or writing, which is productive language.
Dyslexic adults can encounter problems with oral and silent reading in
context, with reading comprehension, and with both spelling and writing.
However, "because reading and spelling are such complex activities and
require a wide variety of cognitive processes, not all those with dyslexia
will exhibit exactly the same profile of processing strengths and
weaknesses" (Wren, 2000, p.32).
Another common type of learning disability, is difficulty with oral
language, "which can involve difficulty with receptive language (listening),
as well as expressive language (speaking)' (Wren, 2000, p.32). Adults
with this type of learning disability can exhibit " frequent
misperceptions, misunderstandings, incorrect word usage,
mispronunciations, faulty, syntax and poor organization”(Wren, 2000,
p.32). Language abilities tend to be uneven. Although the learner can
have a desire to communicate precisely, communication requires
concentration because of difficulties in selecting, retrieving, and
organizing relevant information.
Non-academic problems or what is termed, a nonverbal learning
disability, entails nonverbal processing problems, which involve tactile
and visual-spatial perception and judgment. These nonverbal processing
problems impact math skills and social competency. Inherent
characteristics may include:
Problems with perception and interpretation of facial
expression, gesture, body language, inflection, and tone of
voice. This may also include the inability to make central
inferences in social situations, poor judgment of mood or
attitude, and problems discriminating the response
requirements in social situations (Wren, 2000, p.33)
Because of the disorganizing effect of not being able to problem solve,
(which involves, perception, judgment and sequencing). accompanied by
childhood wounds and unresolved grief, the learner may become



frustrated and lack confidence, which compromises his or her ability to
cope. Feelings of anxiety can lead to feelings of helplessness, and
finally, to feelings of hopelessness. Because of the feelings of being
incompetent, the learner may believe that failure is the nature of his or
her frue self. Lacking the metacognitive skill of self-reflection, the
adult with learning disabilities may not be able to develop a sense of
self that is detached from his or her cognitive functions and emotional
states (Wren, 2000).

Adult developmentalists (Levinson, 1978; Kegan, 1982) cite life and
developmental transitions as bringing about the ability to individuate
from culture and society, and to be able to engage and listen to, the
"voice" of the self. Post formal thinking, the crowing glory of cognition
is supposed to develop in adulthood. What happens if these learners,
through feelings of incompetence and hopelessness are not able to
produce metacognitive skills, and become self-reflective and critical
thinkers?

Herein lies the beauty of being a mentor in non-traditional
postsecondary education. Adult education is reparative. The dialectic
nature of perspective transformative education and constructivism theory
create the context for the adult learner with learning disabilities to
think about his or her own socio-emotional educational history, thus
starting the reparative efforts toward self-esteem, and the regulation
of anxieties that will allow the learner to access deeper cognitive
constructs. '
Metacognitive skills are encouraged in the mentor-student relationship
by the object consistency, and unconditional positive regard of the
mentor. Mentors, according to Daloz (1986) are the guides that
"embody our hopes, cast light on the way ahead, interpet arcane signs,
warn us of lurking dangers, and point out unexpected delights along the
way" (p.16).

Utilizing the basic process elements of Knowles such as: mutual planning
of learning contracts, diagnosis of learning needs such as learning styles,
mutual agreement of alternative assessments, and a climate of trust,
warmth, and mutual respect, the mentor and student enter info what
Vygotsky has termed, the zone of proximal development. According to
Bloom (1995), the ZPD represents the student’s growing edge, and it is
the space in which, the learner's grasp exceeds his or her reach. Bloom



(1995) states that it is in the ZPD that the "images of future growth
begin to take shape in the student’s mind" (p.7).
This element of "images of future growth" is the hope that the Curry
College Learning Center in Massachusetts seeks to awaken in their adult
students with learning disabilities. Utilizing the dialectic method, in the
mentor-student relationship of the ZPD, the reparative journey begins
with the hope that the journey that they are embarking upon, with their
mentor, will be repairing and fill in the developmental gaps of their
previous educational history.
Adelizzi (1995), a teacher at the Learning Center discusses the
classroom trauma, which commonly occurs throughout the educational
history of LD children and the resulting symptomology that can be seen
in adults entering postsecondary educational experiences:
Classroom trauma, which commonly occurs throughout the
education of o child with LD, and grows with him/her info
adulthood, can paralyze the individual into a state of
helplessness. When many of our PAL students reach Curry
College, they can finally breathe a comfortable sigh of
relief, sensing almost right away that this is a safe place to
disclose their feelings about their learning differences and
their classroom experiences. However, their hypervigilance
about future classroom fraumas never ceases; their radar is
always on alert. They are constantly scanning the
environment and the professionals with whom they infteract
for any sign of threat. (P.91)
Adelizzi (1995) further states that this type of psychological trauma
"may leave the student with diminishing self-esteem and in a state of
fear, humiliation or learned helplessness to the degree where similar
situations will be avoided by the student in the future” (p.91). The
original and specific cause could have been a person such as a teacher or
peer, although with each repetition, a perpetrator is not necessary to
induce fear or humiliation because, any situation which is reminiscent of
the original classroom frauma, is sufficient to bring back feelings of
fear or humiliation. The possible psychological symptoms triggered such
as: anxiety, panic, dissociation, attentional disturbances and depression
may impede the process of learning. In elementary education, Caine and
Caine have called this perceived threat; downshifting (1994) and they
have devised methods to manage downshifting in classroom situations.



The methods that the Program for Advancement of Learning (PAL) have
devised are based on the mentor-student relationship. Pennini and Peltz
(1995) believe that the "commitment to engendering mentoring
relationships is based upon an understanding that students who have had
traumatic educational experiences need o teaching/learning relationship
that goes beyond the conventional faculty/student relationship to
building a suppertive environment for self reflection” (57)
Without fear of being threatened, because of the supportive climate
and the feeling of having control over their learning by mutually agreed
upon alternative learning and assessment methods, the mentor-student
relationship "becomes the moving force behind each developmental step
in metacognitive awareness" (Adelizzi and Goss (1995).
As we teach a new concept, a new skili, we move our
students from the task at hand Yo a deeper understanding
of how that learning actually took piace, and to why this
process is so uniquely personal. We walk with our students,
sometimes beside them, sometimes chead of them, some
times behind he, shepherding them in their journeys of
discovering themselves as competent learners. (p.6).
These authors sum up the program at PAL by stating that even though
they provide interventions such as: adaptive technology, learning
strategies, assist in problem solving, "metacognition, thinking about
thinking, is the halimark of our program and the essence of what we do
every day" (21). '
What we do is get the students to think about their
thinking. We mentor them in becoming aware of their own
mental processes and in understanding the cognitive tasks
involved in their learning and problem solving. We encourage
them to become experts in seeing how their own mental
abilities and personality characteristics intersect with
particular academic tasks and heip them to develop and
select from a repertoire of strategies that contribute to
their learning effectively. We guide them in evaluating the
outcomes and in adjusting their behaviors accordingly.
(P.22).
How can we, as mentors, in a non-traditional postsecondary setting
establish the requirements to instill hope and produce the practical
requirements for educational instruction adults with learning disabilities?



My argument is that, we already have, in place the theoretical
knowledge and practice to instill hope and encourage the developmental
journey of reparative education. I have discussed our theoretical
underpinnings. We are already adherents to constructivist's techniques
of diglogue. We are already interested in the techniques to encourage
psychological, and cognitive developmental lags in order for our students
to reach their full potential. My point is this: with the basic theoretical
bases in place, we just need an understanding of the practical matters
of how to utilize learning methods useful with adulis with iearning
disabilities. The literature now abounds with these methods of learning
styles, and the use of accommodative equipment. Let us open our doors
to these adults who are so deserving of post-secondary education. As
we survey the landscape of non-traditional postsecondary education we
find, that because of the very nature of our ideclogies and theoretical
bases we are ready to go on the reparative journey with adults who
have learning disabilities.

For those students who already know they have a learning disability, the
solutions are simple, utilize the seven process elements of anadgray: (a)
utilize the mentor-student relationship to establish the climate of trust
and the dialectic nature of the zone of proximal development for the
questioning techniques that encourage meftacognition and self-reflection
(b) the diagnosing of learning needs, can include an informal assessment
to establish learning styles, which can be self-administered and
discussed, establishing leaning strengths. Learning needs could include
adaptive technology to augment the learner’s ability to take part in
gathering information needed to be a life-long learner. Diclectic
teaching instruction, that entails on-going learning needs assessment is a
perfect "fit" for the adult learning with learning disabilities. Learning
activities and the process of assessment is mutually agreed upon.
Mentors in non-traditional education already employ authentic
assessment. |

However, according to Shapiro and Rich (1999) it is typical for many
adults to have little or no understanding of their learning disability
throughout childhood and adolescent. The field of special education was
just beginning to be recognized in the 1960s and special education
services were limited until legisiation provided the impetus, framework,
and funding for care. It is possible that the student's learning disability
was not adequately identified, or the student was looked upon as having

10



poor motivation or not ‘living up” 1o his or her potential (remember that
leaning disabilities have nothing to do with I.Q.}.
By utilizing the seven process elements, the reparative process of adult
education can begin. The student, in the mentor-student relationship can
express their cognitive/affective educational history, thus being able to
reflect upon, and identify learning problems. This process of being able
to observe and reflect is the first step in metacognitive problem solving
which means, the student is stepping back and separating the true self
from feelings of failure. Wengler (1998) a professor at Curry College
reports on the phenomenon of her students finally being able to step
back from the shame, of not being able to learn "in the typical way."
My students report the joy that they feel when they finally
understand why they haven't been able to control their
learning effectiveness. It is always reported to be a life
changing experience, because these learning disabled
students can finally share all the pain and hidden fears that
continually plagued them. Just knowing the etiology is a
major step toward empowerment, and the awakening spirit
immediately senses this. (Wengler, 1995, p.137)
Informal self-assessment of learning strengths, learning styles and
learning needs, can provide the beginning stags of diagnostic teaching.
Mutually agreed upon authentic assessment, can include the process of
self -assessment, thus enhancing self-reflection and metacognitive
awareness. Qutside referral systems may be offered, depending upon
the severity of the learning disability.
An ethnographic study of successful adults with learning disabilities done
by Reiff, Gerber and Ginsberg (1996) reveals that "the seed of their
success was simply the desire o succeed” (p.11) These authors asked if
it was possible to instill desire affer so many messages of failure. The
answer they received was, "the influence of one positive teacher can
overcome many negative messages and school experiences.” (p.15) The
question of: Under scrutiny, is the conceptual framework of andrgegy,
introduced by Knowles, sufficient and/or equipped to support adult
learners with learning disabilities? Has been addressed. The conceptual
principles of andragogy already in place have created the underpinnings
whereby we, as mentors, can go on This reparative journey with adults
who have learning disabilities.
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Websites on Dyslexia for Tutors

http://www.dyslexia-adults.com/wordswork.himl
http://www.dyslexia-adults.com/index.htm

http://www.dfes gov.uk/readwriteplus/staffpack/tree/dyslexia/teaching/st
rategies/index.cfm
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Dyslexic learners

A definition

‘Dyslexia is a complex netirological condition that is constitutional in
origin. The symptoms may affect many areas of learning and
function, and may be described as a specific difficulty in reading,
spelling and written fanguage. One or more of these areas may be
affected. Numeracy, notational skills (music), motor function and
dyslexic learners organisational skills may also be involved.
However, it is particularly related to mastering written language,
although oral language may be affected to some degree.’ (British
Dyslexia Association, 1997)

Dyslexia is a syndrome because several 'signs' are involved. Dyslexic learners
may show evidence of difficulties in some or all the following:

Phonological awareness (the ability to break words into speech sounds
and the basis of phonics). Some dyslexic learners will have littie
awareness of rhyme, syllabication or natural breaks in speech and written
language. They may also have difficulty with recognising and processing
sounds (for example, vowels, blending and segmentation).

Auditory discrimination (recognising the difference between sounds - for
example, 'hearing' the difference between mush/much or p/b/v). This may
affect auditory sequential memory.

Language-based tasks, rather than concepts. This can include the
language of maths.

Visual identification (recognising letters or numbers). The dysiexic learner
may confuse letters or number orders. They may also have difficulty with
recognising familiar words in print or remembering how they are spelt.
Sequencing (as in the alphabet or times table). The dyslexic learner may
confuse or lose track of the order of letters, words or digits.

Organisation (as in, for instance, planning written work). The dyslexic
learner may suffer from directional confusion.

Short-term memory (an inability to remember instructions, or to
listen/concentrate for longer periods of time).

Motor difficulties (poor pen grip, clumsiness or poor co-ordination). The
dyslexic learner may have probiems with forming letters and controlling
the pen.

Automaticity (the ability to carry out a learnt task without having to think
about it). The dyslexic learner might be able to spell a word when thinking
about it but wilt get it wrong when writing it as part of a longer text.

hﬁp://www.dfes.gov.uk/readwr'é?ep!us/s?affpack/fr‘ee/dysiexia/wha‘r/definiﬁon/ index.cfm



Dyslexic Learmners

As with other adult learners, a learning plan for dyslexic learners should state
how their basic skills can be improved. It should also give examples of strategies
that would suit their processing strengths and their preferred learning style. it is
not enough to write ‘improve spelling' or 'improve reading’; all dyslexic learmers in
basic skills classes know that they have weaknesses in these areas. They need
a clear explanation of the strategies that will enable them to improve and the way
an individual spelling programme will be delivered (see Klein, 1993, Klein and
Millar, 1990; Krupska and Klein, 1995; and Speliing to Learn video. For advice
about the order in which to teach spelling patterns, see Adult Literacy Core
Curriculum, Entry 1, 2 and 3; Diggle, 1996; Lee 2000). For many, it is advisable
to start with patterns in words they are already using in their writing or spoken

language, linking these with other words. This aids both memory and motivation.

The learning approach for dyslexic learners needs to be structured and
multisensory. The reading and writing processes should be made explicit, with
plenty of opportunity for overlearning.

http://www.dfes.gov.uk/readwriteplus/staffpack/tree/ dyslexia/plan/using/index.cfm



Dyslexic learners

Implications for learning

To help the dyslexic adult process linguistic information you must:

start from their own writing, words and areas of interest

provide specific examples and practices from which general rules can
be constructed and remembered (for example, create a game in which
a specific numeracy concept will be practiced)

underpin the learner’s learning by using concrete models and ideas
(for example, always show dyslexic learners an example of how their
finished product should look before asking them to tackle a project)
make everything explicit by explaining "how" and "why'

build a framework of language with the learner that enables new
knowledge to be fitted into the overall pattern

Ensure there are plenty of opporfunities to overlearn.

Dyslexic learners learn better from experience and practice than from
generalizations and rules; they therefore need to:

personalize learning (for example, 'Oh, not W.H.A.T but What hat)
use individual props and strategies to aid understanding (either visual
/auditory/tactile or kinaesthetic). ‘T create my own "hooks” to
remember things. I remember the months of the year by
remembering when people's birthdays are.’

http://www.dfes.gov.uk/readwriteplus/staffpack/tree/dyslexia/styles/implications/ index.cfm



Dyslexic learners

Starting poeints

For adult dyslexic jearners, the learning plan should be based on evidence gathered during the
diagnestic process that!

o identifies the major processing weakness

e fries to highlight processing strengths so that these can form the basis of the learning
programme

= clarifies the time available and the learner's specific goals, taking into account other
pricrities in the person's life.

Each learning plan will vary according to the individual's profile of strengths and weaknesses,
their preferred leaming style and the time they have to devote to literacy development. If the
main aim of literacy tuition is to support another course or primary learning goal, the learning
plan should be designed to meet these specific needs "top down'. It shouid also be based
around the learner's primary learning goal and curricufum area or work. H there is time and
mativation to build a sound literacy framework from the bottom up, using a structured
multisensory programme, then this may be offered and the implications of both approaches
should be discussed with the leamer. However, it is important that any pregramme be planned
to meet the learner's own priorities and facifitate progression, and that methods that have
previously failed are avoided to prevent reinforcing failure.

For learners who have not been diagnosed

Try to identify the learner's processing strengths and weaknesses. Read the exampies in the
next secticn and identify the type of difficulty each person may have. (See Klen, 1993 pp. 25-
31 for information about spetling-error analysis.)

The learning plan should be based on a discussion between you and the learner. Establish a
dialogue about their leaming. You also need 1o

o ask the learner io describe their difficuities with written tasks
s observe the individual's preferred learning style

o analyse the type of spelling errors the learner is making {ensuring that you also cbserve the
iearmer writing) and discuss reasons for these errars with them (see Klein, 1983 Millar and
Klein, 1290

s Observe how the leamer approaches the reading process (see Klein, 1892 pp. 16-31)

+ observe difficulties the jearner has in class and any other difficulties that may affect the
learning process.

Note the difficulties

Dyslexic learners need explict explanations of the types of errors that they make, Both you and
the learner need to understand how the learner is learning for an effective basic skills
programme to be constructed.




Classroom accommodations for students with dyslexia

An accommodation does not mean changing the material, it means changing
the way the teacher presents the material the way a student practice
material and the way a teacher fest for mastery.

o Slow the rate of lecture, Pause between thoughts for extra
processing time for the student.

s Stop and write a key word, show a picture, demonstrate a concept or
ask a guestion.

o Use taped information and allow student fo read along. Good readers
will just read because listening slows them down. Only poor readers
will take advantage of the option,

o Do not force a student with dyslexia to read aloud. Do not force
him/her to write on the board.

« Carbonless paper can be used for a student to take notes and give the
student with dyslexia a copy. The need for writing must be reduced.

e Dictionaries do not help students with dyslexia. Franklin speller or
computerized spell check should be used. Typed assignments are
preferred.
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Dyslexia and the Aduit Learner

By Mike Horne *.

I teach part time courses for adults for a University Foundation Award {it used to be known as Adult Education).
When | started researching into this topic | could find plenty of books and websites about heiping children and
college students with dysiexia, but very little about or for mature adults with dyslexia.

What is dyslexia?

Probably to most people it is considered to be a form of illiteracy, an excuse for bad spelling or the subject of
anagram-like jokes ("dysiexia lures K O!").

A search of the World Wide Web reveals that there is no singie definition of dysiexia and no such thing as a
typical dyslexic person. The word itself comes from the ancient Greek - meaning "difficulty with words".

"The dysiexic brain is different from ordinary brains. Studies have shown differences in anatomy, organisaticn and
functioning of the dyslexic brain as compared to the non dyslexic brain. Some pecple suggest that dyslexic people
tend to be more might brain thinkers'. The right hemisphere of the brain is associated with lateral, creative and
visual thought processing.... These neurological differences have the effect of giving the person a particular way of
thinking and learning.” (Hammond and Hercules) These brain differences mean that the dysiexic person has
difficulties with - short term memory, processing sounds, motor skills and visual processing.

"... The majority scientific view at the present time [is] that dyslexia is a neurological condition, usually inherited,
which affects mainty those functions of the train dealing with the processing of phonological information. The
result is that mapping the processing of phonologica! cades (sound information) on to graphical and lexical codes
{informaticn on the appearance of letters and words) is fuzzy and poorly specified, and the memory storage and
retrieval of such information is inefficient.” (Singleton and Trotter 2002). There is some evidence that these
functions are carried out in parts of the dyslexic brain when compared with the non-dyslexic brain (Snowling
2000).

Or to put it another way - it is different arrangement of the brain, which can cause periodic problems with reading,
writing, spetling, communication, learning or short term memory. Dyslexia manifests itself in different ways in
different people and at different times. it affects up to 10 percent of the population (Jackson 2001) and ccourrence
is not limited to any racial or social groups. It may be worse if the dyslexic is under stress or hurried. There may
be secondary problems of lack of confidence or low self-esteem due to undiagnosed dyslexia. It is often
hereditary and may be associated with left-handedness, dyspraxia, asthma and eczema.

One new theory (| saw on Ceefax in June 2002) is that it is a problem with the rhythm of language - dyslexics
cannot get the correct rhythm when reading, including reading music.

But dyslexia is not the same as illiteracy. There are 7 million adults (20 percent of the population) in England whao
are illiterate (Hult 2001) - the definition used for that is that they are unable to find a plumber in the Yellow Pages
telephone directory. Thirty five percent of 16 to 25 year olds in the UK 'score below ltevel 3 in literacy - considered
by international experts to be the minimum level to cope with medern life' (O M 23rd March 2003, page 19). | have
seen no information about how many dyslexics are illiterate, but gererally poor literacy skills in dyslexics are
compensated by higher intelligence which effectively means that most dysiexics appear to have average literacy.

The English language.
Pwonder if the English language itself, particularly in its written form, makes life harder {o the dysiexic person?

Thomson (1879) points cut that phonetic writing and spelling systems such as English are arbitrary and abstract.
The 26 letters used have no relationship io the objects and concepts they represent. A large proportion of those
letters are mirror images of each other {e.g. 'b’ and 'd"). Although there are same rules about spellings {e.g. 'q' is
followed by a "u"), there are many sounds which can have alternative spellings and meanings (e.g. ‘'weigh’ and
‘way' and 'whey"). [click here for more on this {opic]
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In his book Mother Tongue Bill Bryson (1991) points to the variety of languages that have contributed to the
development of the English language, leading te strange speliings - including irregular verbs and plurals of nouns.
Words that have been added from other languages sometimes retain their original speltings and socmetimes are
anglicised (depending on internationatl relations at the time!).

The grammar rules have always been very loose and allow for the development of new forms and words. For
example the recent use of nouns as verbs - e.g. a soccer player is now ‘red-carded' rather than sent off, an
athiete 'medals' by finishing first, second or third (not tc be confused with 'meddies'), athlstes who set off ealry
nave 'false-started’ and the score is 'dead-heated’ rather than 'drawn’ when both teams score the same number of
points. [Is it a coincidence that these new words are all associated with sport?]

And what about the teaching? When | was 13, | lived for a month in France and was amazed at the way French
was taught there at the time. Long lessons on grammar and so on. Quite unlike the English language teaching |
received at school in England. In later years the teaching of English Language in schools became even more
relaxed. in 1093 The GCSE was completely assessed without examinations and course work could be produced
on a computer using a spell check!

Bad speliings have deliberately become part of our culture - mainly because a company can copyright a product
or trade name that is not an already existing word. A weil known American toy-shop chain even includes a
dyslexic-like reversed letter in its name! | have to ask if we are giving our children a good start in their education
by sending them to the 'Happy Kidz Nursery Skoof' or similar institutions with badly spelt names?

Are other languages easier for the dyslexic to read and write? Do languages wih more phonetic or even non-
alphabetic writing easier? Are there the same problems with Japanese kanji? Apparently not - Japanese writing
uses 2 different systems pictograms (kanji) and phonetic (kana). The thousands of kanji cause fewer problems for
dyslexics than the hundred or so kana (Thomson 1978 p41-2, Sasanuma 1980}

Dysiexia and the adult learner.

Adults who have gone through “formal education” with un-diagnosed dyslexia have developed their own habits to
hide or by-pass the dysiexia. This may mean they have unique (in so far as they are individually developed})
learning styles. They also probably have been put off "education" by humiliation and teasing at school (Edwards
1994). And offers of help may achieve nothing or bring back bad memaories.

These days young pecple can be tested for dyslexia by comparing tests of their IQ with their reading age. Itis
often the case that their IQ for their age is much higher than their "reading age”. These can jointly give the
impression that the schoolchild is an average pupit, when judged by their written work. So they are not given the
teaching necessary to challenge their intellectual ability. [click here for some more infarmation about dystexia in
children]

For college and University students - aillowances may be made in the presentation of assessed work and more
time may be given in examinations.

Helping the dyslexic aduit is not just about giving them computer packages to help them read and speli - it is
allowing them space {o learn in their own way. Part-time adult studenis may not have the time or financial ability
to make use of computer packages that may be offered to help them. Students in full time higher education or
studying for 50 percent (or greater) of their time are eligable to apply for a Disabled Student Allowance from their
Local Education Authority in the UK.

[click here for some study skills that might help students with dyslexia}
How can a tutor recognise the adult dyslexic in the class?
The most obvious sign is that they have declared it as a disability on their registration form!

But many may not, for various reasons. They may not realise they are dyslexic, they may not know that dyslexia
is now a recognised disability, they may not wish to labelled as being "disabted", they may not want to be offered
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help or have allowances made for their work. They may be coming to the class to learmn and be entertained and so
don't think it is relevant!

So here are some clues that you can look out for -

A dyslexic student may ...
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Have problems filling in forms {such as course registration or evaluation forms).

Be shy and hold back in discussions.

Have problems pronouncing long words - syllables may come out in the wrong order.

Get confused when speaking in class.

Have bad short-term memory - e.g. cannot remember names of fellow students or set of instructions.

Mot be taking notes when other students are.

Be slower at taking notes and ask you to keep overheads/slides on display for longer so that they can copy
them.

Give you excuses for not taking notes - "I've forgotten my pen/paper/giasses.” [Adults don't need to make
excuses - they can be honest and say "l don't want to!"]

Invent excuses for not showing you their written work,

Have difficulty finding things when asked for them.

Write like they tatk.

Use dialect words in written work,

Have incensistent spelling {inconsistent rather than consistently bad sgelling), including different spellings
of the same word in the same sentence, page or paragraph. Commoen words sometimes confused with
each other. Letters missing from words or words incomplete. The letters from the end of one word may get
into the next word (especially when there is a hard consonan tin fron tof a vowel). [Missing or diifting letters
are more common in handwriting than word processed work, because compuier spell checks will spot them
easily ]

Use spellings that only make sense if you use the local accent! (I must of done that lots a times).

Split compound words - such as "school teacher” and "text book" rather than "schoolteacher” and
"texthook”

Send E-mails that have more spelling mistakes in them than other work - because e-mails tend to be typed
in a hurry and sent without using a spell-check.

Have scruffy handwriting (though there may be a secondary enhancement - scruffy handwriting can hide
bad spelling!).

Produce mirrored letters when handwriting {this is more common in children, but | still occasionally confuse
‘0" and b}

Have childish handwriting.

Have handwriting that changes size.

Have handwriting that is not in straight and horizontal lines.

Use punctuation in a strange way. There may be too much punctuation, breaking up sentences up, into
short readable chunks. Or there may be very littie punctuation that leads to long rambling sentences that
go on and on and don’t ever seem to end because there are no commas full stops or paragraphs to break
up the text into something that is more readable because they are not spotted by the grammar check on
the word processor or are handwritien,

Stiddenly change in style in written work.

lgnore advice or instructions about presentation or siyle.

Answer their own guestions rather than the ones asked by the tuicr,

Cbviously plagiarise other people's work.

Make poor use of quotations and references, but might include unattributed or personal anecdotes in
written work,

Drop out of the course when you expect written work to be handed in.

Be "technophobes” - spelling problems are more chvious in the printed form and "word processing”
packages highlight bad spelling and grammar, which can be discouraging.

Produce printed work that is a mixture of "American Engiish” and "English English" speilings - from the use
of an American spell check programme.

Have good days and bad days for spelling and reading - Dyslexia comes and goes.

Not bother with references and bibliography.

Be compulsive or perfectionist learners - all or nothing.

Be pedantic and stubborn - having struggled to learn something they may insist that others get it right!
Rely on their own experience more than that of others {through teaching and reading).
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Be disruptive during class meetings in a cheeky way.

Arrive late, or go to wrong place, or arrive early.

Be stubbornly independent learners and writers, They may to prefer ioc work to their own agenda and aisc
not write {o please the tutor.

Not read for pleasure and may read bocks as if they are newspapers,

Not appreciate 'good’ or ‘classic' literature.

Have a poor appreciation for literary style.

Be generally not 'well read’, so references to Shakespeare etc. will not mean much.
Confuse directtions - left and right, east and west.

Be generally untidy.

Have a short attentions span and difficulties concentrating.

Be irritable - particularly if you interrupt their concentration.

Have difficulties when asked to change tasks.

Have an active imagination or be an excessive day-dreamer.

Act impulsively.

None of these things is diagnostic on their own, but a combination may point {0 dyslexia or some other difficuity.
They may of course also be signs of a poor or lazy student, but when you see some of these signs in a clever
student then it would be a goed idea to have a quiet friendly chat to them to ask if they are having problems
studying.

You might find apparent contradictions in dyslexics' behaviour - one may arrive early for classes and another late
- this is because one has compensated {or even overcompensated) for a problem (perhaps at an early age), in
this example because of the individual has recgonised the tendency to forget appointments they have developed
very good diary skilis.

Dyslexics may aiso be bad at -
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Ball sports.

Arcade type computer games.

Remembering complicated instructions and faking messages.
Drama and literature.

Remembering dates and times of appointments.

Dyslexics may be good at -
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Problem soiving and error finding.

Seeing beth sides of an argument.

Maths - but not necessarily arithmetic.

Science - spalling rules for jargon words may be more logical than normal English language.
higher refiance on facts.

standardised formats for writing scientific titerature.

compiling lists.

Writing poetry and individualistic prose.

Spatial awareness - leading to good use of diagrams, maps, pians and 3-D medels {| have heard that one
firm of Architects will only employ dyslexics).

Adventure type computer games.

Writing computer programs,

Improvised aris.

Visual arts.

Recognising pretentious nonsense.

Dyslexics may respond better to:

Lots of diagrams and pictures rather than just text,

Notes and lists rather than prose.

Written sequential instructions rather than verbal ones.

Task based and experiential leaming - in which they can find their own mathods.
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Breaks or periods of "quality time" to quietly understand and assimilate information receivad.

How a tutor can help:
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Do not expect students to read instructions for work in the classroom - give verbal instructions as weil.

Do not ask students to do more than one thing at a time.

Enccurage the development of note taking and diary skills.

Sugest that students to keep a reflective "learning diary" written up after each meeting.

Allow enough time for slow readers to read your overheads, handouts, etc.

Do not discourage the taking of note in your class, even if you have copied your iecture notes or prepared
handouts.

Avoid the use of excessive jargon and offer a glossary of jargon words.

Encourage students to ask for definitions of jargen words during your teaching.

Use graphical teaching aids - pictures, graphs, lists, tables.

Offer to lend a set of lecture notes/overheads to anyone in the class so that they can photocopy them or
extract their own notes from them.

Avoid asking shy students (who may be dyslexics) to read aloud or putting them in the position that they
feel that their reading ability will embarrass them.

Encourage the shy students to contribute to discussions.

Vaiue their knowledge and abilities.

Avoid terms associated with formal school teaching. | use the word “quiz” rather than “test” and the word
‘report” rather than "essay". | noticed that one dyslexic student could write good reports, but when | asked
for an "essay" the work was much shorter, poorly structured and less accurate.

Accept written work in note form if appropriate.

Offer alternative means of assessment - rather than written reports - see suggestions below. But remember
that this places a greater workload on the tutor who has the moral duty tc keep a record of the work in case
itis needed by external examiners at a later date.

Encourage the use of diagrams, pictures, drawings, tables and statistics within written work.

Offer rules for the layout of written work.

Encourage the use of computers and word processors (if they are within the financial capabilities of the
student). This allows the free flow of ideas on to paper that can be checked and edited later - a style of
writing that some dyslexics may prefer. But do not insist that they are used, some students may prefer to
produced hand-written work,

Ask students how they would like theilr work to be marked - do they want their spelling criticised and
corrected, would they weicome advice on grammar and style, or would they prefer you to just check the
facts and concepts.

Be very careful how you treat plagiarism. For some students simply writing out a neat copy of your lecture
notes or copying paragraphs out of a textbook is a proud achievement. Their work should be praised and
then you persuade them to think about intellectual property rights and due acknowledgement of authorship.
Do not force help from a Disability Officer on them - they may not want to be "labelled'.

Recognise the difference between dyslexic students, lazy students and busy students. Encourage all to
work to the best of their abilities, but 46 not allow the class to view this as a lowering of standards.

Most importantly remember that THEY ARE ADULTS - they know their own abilities and have developed
their own learning style. Just encourage them to use those skills and not to feel that are inadequate in any
way. [click here for some study skills]. "One of the best ways of understanding the learning needs of aduits
is by consulting them..."(Jackson 2001},

Dyslexia friendly handouts (and websites) -

(Sometimes words can seem to move around the page, particularly on glossy white paper/backgrounds.
Dyslexics have trouble reading from one fine to the next. Some dyslexics have poor short-term memory and thus
have problems with iong sentences.)

L] e 2 @

If possible, write in note form and use "bullet points” or number the points.
Use a sans-serif font (easier to read and to scan with OCR software).
Den't use a small font,

Use left justification
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Put blank lines between paragraphs.

Use short sentences.

Don't start a sentence at the end of a line.

Use bold to emphasise things rather than itafics or underlining (underlinig makes the words run into each

other} or CAPITALS {these will confuse text reading software also).

Ask if students would prefer coloured paper or larger print,

» Check your speliing and grammar. Aveid gimmix - 'clever spellings and missing out capital tetters (as done
by the former "university of humberside”}.

» If you use abbreviations make sure they are explained the first time you use them, but it is orobably better

to avoid them,

¢ & © @

-]

| found that the advice cn writing handouts for dyslexics is very similar to advice for writing a good web page!
People read web-pages on the screen slower than the printed werd and tend to scan for key-words, presumably
because many are paying by the minute for their internet access or telephone call. (Click here for some tips about
writing web-pages).

Compare these guidelines with the suggestions for writing 'open learning’ teaching materiais in Race (1694, page
55).

I'would suggest that there are similarities in the guidelines for writing dyslexia friendly materials, web-pages and
open learning materials, and that these could be usefully adopted by tutors writing course materials for any
students.

But please think carefully about how you use handouts in your teaching.
Assessing Dyslexic students’ work

Many adult dyslexic students have had bad experiences during their education at schoot. And dyslexia seems to
get worse when the individuati is under pressure to perform. So | try not to make a big thing about the
assessments and make sure that they are a natural part of the course.

In particular [ try to avoid schocl-type words associated with assessment. So | cali an "essay” a "report” (this is
maore appropriate for sciences anyway). | call a "test” a "quiz". And i never use the word "exam". | like o ask the
students to make notes on their fieldwork and practical work, and then produce a neat copy of their results as part
of their "project” or "report”. | always ask to see their notebook at the end of the course,

I encourage the use of diagrams and drawings in the notebook. And photographs and tables are usefu! in the final
reports.

Some non-standard forms of presentation for assessment:

Written work in note form rather than essay format.
Slide show to class.

Video to show to class.

Atalk to the class.

Exhibition or poster of work.

Poster display.

Display of photographs.

Display of speciems.

A demonstration {informat talk about the specimens or pictures displayed)
Peer appraisal of the above options (if the student agrees).

Contribution to ciass discussion.

'Pub Quiz'.

Verbai quiz for the whoie class.

individual discussion with tutor.

Individuat verbal quiz with tutor.

Group work - allows the dyslexic student tc contribute the ideas and others in the group write the report or
presentation.

® & & @ @ © & ® @ @ L] [ e @ @9 L]
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+ Creation of a web site.
» Dictation - the dysiexic student dictates to a friend, family member or "heiper”.
s Tape recording for the tutor.

These will place a greater responsibility on the tutor to create a record of the assessment and keep it for use by
external examiners if the student is studying for a qualification,

Marking the assessed work -
For alt students:-

I ask the students what sort of feedback they would like. Do they want their spelling and/or grammar corrected?
Do they want their writing style criticised (probably best avoided anyway)? Do they just want me to comment on
the content? Or would they just prefer something encouraging? Do they want to know their marks?

1 use my own judgement as wellt Particularly if this is not the first class they have attended. It does depend on the
level of work expected by the course. | feel that new students should be encouraged, but | may not be heiping
veteran students if | ignore their lack of progress.

For students that | know to be dyslexic:-

I bear in mind that dyslexia comes and goes so the standard of written work may vary considerably. | am
prepared {o discuss the work with the student privately - they may be able to tell me whether they were going
through a spelling bad patch. The non-dysiexic world sets standards for written work for publication and in
assessments, so in the long term | am not helping dyslexic students by ignoring their problems.

There is a difference between somecne who is fruly making an effort but is being hindered by their dysiexia and
those who are producing sloppy werk because of laziness.

Dyslexia Testing:

There are tests for dyslexia. But{ am not sure that getting accurate and time-consuming tests for partstime adult
learners will be useful. They have developed their own style of learning and prebably will not change much now.
Learning support is probabiy not available for part-time learnars, so testing may raise false expectations of help.

But doing some self-assessed tests and then reading about dyslexia may help the adult learner to understand
their strengths and weaknesses. This can be very revealing and insightful. They can then make better use of their
strengths and perhaps develop strategies around their weaknesses.

Web-sites about dyslexia:

Adult Dyslexia Organization < http:/fwww futurenet co,uk/charity/ado>

British Dyslexia Association <hitp://www.bda-dyslexia.org.vk>

The Dyslexia Research Trust <htip:/fiwww dysiexic.org. uk/>

World Dyslexia Network Foundation <hip:/web ukonling.co.uk/wdnf>

Dyslexia and Learning a Modern Foreign Language <http://iwww. hull. ac.uk/langinst/olc/dysiexia htm>

Aliadin - tips for tutors <hittp:/fwww aitadin ac.uk/support/dysiexia_tutors_tips.html>

Conclusions:
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i is possible for tutors to teach in ways that help dyslexics to learn,

Using non-written materials can also add variety to teaching that will benefit all students,
Taking care over handoutis wil benefit students with other reading difficulties too.
Marking written work is not the only means of assessing students.

Dyslexia is a disability because the non-dyslexic world sets standards for conformity that they expect
inteliigent people to follow rather than accept diversity.

Do niot confuse dysiexia with illiteracy.

Click here for some thoughts on learning and teaching.
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-In‘troducﬁon

Individualized instructional accommodations and modifications should be based on the
learner's unique pattern of strengths and weaknesses, along with a knowledge of specific

acadernic performance abilities.

[t is important that you provide both accommodations and modifications for fearners with
specific learning disabilities. Many teachers select and implement accommodations, but
continue to teach information in the same way as they have always done; as a result, the
students do not learn as well as they could in the classroom and may not be receiving an

appropriate education.

Below, lists of accommodations, modifications and testing modifications are provided.
These lists can be consulted as you are developing instructional plans to implement in
your classtoom. Remember, your major goal is to improve the academic performance of
the individual student with a disability. Using this definition of success, the effective use
of many of the suggested instructional activities depends on whether or not you have
contro! of a variety of important variables in your classroom. Can you intensify instruction
through individual tutoring or small group instruction without ignoring the instructional
needs of the students in your class who are not identified? Do you have the physical space

hiin/fwwew.unc.edu/dents/nepts/resources/SLDMod himl 5/8/01
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in your classroom to provide for a variety of instructional activifies to be ongoing
simultaneously? Do you have the appropriate instructional materials and other
instructional resources such as computers? All of these factors can play 2 major role in the
extent to which some accommodations and most modifications can be effective.

Attention Difficulties

Accomrmodations

e Provide preferential seating. This strategy may be helpful if the child is easily
distracted by other children or noises. It may also help the child who is unsuccessful
in activities that require listening to multiple directions. The student can be seated
closer to the front of the room or close to the teacher' desk to limit outside noise and

“allow for better concentration. A study carrel is often an effective tool here as well.
Permit the student to physically move and take breaks when necessary. This strategy
could be used as a reward, for a child who moves about unnecessarily. It can also be
a good break time when a child becomes very fidgety. One strategy may be to place
needed objects for an assignment in different areas of the room, so whenever the
child needs something he can get up and go and get that particular object.

« Provide a quiet place for the student to work. This can be a very important

modification for the student who is easily distracted by other children or noises. It

can also be used for the child who often distracts other children. Allowing a child a "
area" can be very comforting.

Allow the student to eat or drink. Although this may be more difficult to allow with

other students present, if a student moves excessively, and has trouble concentrating

it could truly make a difference in the child' performance, This is not intended to be
an all day activity. It can be used during the subject that the student has the most

difficulty with, or with a particular assignment.

- Allow the student to listen to music or " noise” through headphones. This outside

noise may help the student to stay focused and on task. The child can be placed in a
study carre] or another private areas when working independently.

- Change activities often. This is an effective strategy for the child who is often off
task, or gets bored easily. Changing activities also helps students to work with time
limits as well as manage their time effectively.

- Use physical cues to monitor attention. For example, this can be done by moving
around the classroom, touching the learner on the shoulder for encouragement. Some
students need frequent reminders to stay on task. A reminder such as this one can
serve your purpose without embarrassing the child.

- Actively involve the student in the teaching process. Students will more likely be
attentive when they know that they will frequently be asked to participate in a
lesson. If this is done 1n such a way as to capitalize on the learning strengths of a
student with attention problems, motivation to participate will more than likely

Increase,

hup:/iwww unc.eduw/depts/nepts/resources/SLDMod . hun] 5/8/01
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Modifications

Teach the student to monitor his/her own attending behaviors through self talk. A
strategy that teaches students to ask questions to themselves such as " I paying
attention?" may help students to rely on self monitoring rather than that from the
teacher.

Break large learning tasks into small parts. Teach one part at a time with frequent
breaks. This will allow students who are easily distracted to concentrate on only one
assignment at a tirme.,

Build in hands-on activities. This helps to keep a child physically engaged in an
assignment. Some students are able to sustain attention longer with one mode of
presentation. If hands-on activities are incorporated into a lesson, you have more of
a chance to reach the child’ preferred learning style.

Use manipulatives. This is one effective method of building-in hands-on activities
and keeping a child actively involved.

Build in activities that allow the student to move around. Many children with
attention problems get into trouble because they do not remain seated and quiet. If
you allow the child productive ways to move around during a lesson, the child can
burn excess energy while learning what you want her to.

Provide small group or one-on-one instruction. This helps assure the teacher and
child that the student is aware of the assignment and understands the tasks involved.
This small group setting may also reduce distractions and enhance student

concentration.

Allow a specified time for the student to talk whether their talk is on target or not.
School is often the only time a student is able to see his friends, and there are often
very limited amounts of socialization opportunities for students during the school
day. Some students need this socialization more that others. It may be one of the few
times a student with attention disabilities (who is often being reprimanded in front of
his peers) to interact positively with other students.

Provide time for students to talk and develop or expand ideas. After talking with
other students, a child may write more fluidly, or new ideas may be initiated.

Use mapping. Many children with attention problems have trouble organizing their
thoughts. Mapping may help students to put their thoughts into a form that they can
translate to a thoughtful discussion or paper.

Use the Pause Procedure

Testing Accommodations and Modifications

~

htip:/fwwav unc.edu/depts/nepts/resources/SLDMod html

- Have the student take tests in an environment away from he classroom . The student

will benefit by not being disturbed by other activities. As concentration and focus is
enhanced, so may be the student' success.

- Allow extended test-taking time. Many students become frustrated because of time

constraints. [f they are paying too much attention to how much time they have to
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answer a question, they may not be concentrating on the quality of their work.
» Reduce distractions by using a separate room or carrel. This reduces the auditory or

visual distractions that keep a student with attention difficulties from focusing on the

content he has learned.

Auditory Processing

Accommodations

Provide preferential seating. Students should be seated close to sources of auditory
stimuli (to which they are expected to attend) and where their understanding can be
monitored. Preferential seating may also place a student as far away from auditory
distractions as possible (i.e., away from windows, doors, talkative students...). The
practice of evaluating the seating environment of a student may be very important
for a student with auditory attention difficulties.

« Speak slowly. This is helpful for students with auditory perceptual speed difficulties
as they try to draw meaning from what they are hearing. In addition to speaking
slowly, you will want to provide more wait time for the students to process and then

respond.
Simplify sentences. You may want to use 1o more than two.clauses or two adjectives

in a sentence if you want the student with auditory processing difficulties to process

and retain all that you are saymg.

Keep directions and explanations short and simple. This is beneficial for a student

with auditory attention, or auditory perceptual speed difficulties. Short/simple

staternents may keep the student from loosing the message, and increase the

likelihood that they understand what they are supposed to do.

« Break instructions into several steps. If instructions or explanations are not able to be
put into short and simple statements (as is often the case for older children), they can
be cut into short and simple steps. In this way, the student can attend to one step at a

time. A visual list of the steps is also helpful.

processing difficulty will do better with information they can see or read. It oral
instructions are supplemented with a visual aid (on chalkboard, overhead, poster,
student' paper, task card...) student success may be enhanced.

Cue the student about questions you will ask in discussion that day. This will help
the student who takes more time than the rest of the students to process a guestion
and call up the correct answer in time to volunteer in class. If he is given the
questions ahead of time, he can respond when being called upon, or volunteer an

answer at an appropriate pace.

auditory processing speed problems time to understand your question and formulate
an answer. Often the student knows the answer you want and would like to
participate, but is not given enough time to do so. A good rule of thumb is to ask a

Ritnsfwwewy unc.edu/dents/nepts/resources/SLDMod html 5/8/61
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question and then mentally count to five seconds before requiring a response.

« Provide a note-taker. This accommodation can be a lifesaver for the student who has
difficulty following lectures and auditory instructions. A note-taker (can be done
many ways, with carbon paper, photocopying, giving copy of teacher’ notes...)
allows the student to concentrate on the lesson rather than the exhausting task of
taking notes. It also allows him to watch the teacher and look at visual aids
(advantageous because his visual processing skifls may not be impaired) that will
help him to better understand the content being presented.

- Provide a study buddy or a peer tutor. A study buddy can help the student with
auditory processing difficulties ensure that she has heard assignments, directions,
and content correctly. The partners can review assignments at the end of the day,
study material, complete assignments, read over instructions, or do many other
productive activities together.

« Provide a copy of teacher notes. This accommodation resembles having a note-taker
for the student. If you prepare detailed notes each day from which to lecture, it is
very simple to make a copy of them before the lecture to present to the students who
need this accommodation. Another benefit of this method is that as you are creating
the notes, you can tailor them to the organizational/format needs of the student while
still providing yourself with a guide for instruction,

» Permit the student to write in her textbook. This is a simple accommodation that |
allows a student to follow along in her text as you are lecturing and write
supplemental information in the margins. Again, any reduction of note taking
demands for a student with auditory processing difficulties may increase the ability
of the student to follow along during your lecture.

« Provide access to a computer. Computers are an excellent source of literacy
activities for students who are having difficulty connecting the sounds of letters and
words to their symbols. There are many software programs that allow students to
author their own stories, illustrate them and then hear them read aloud as the words
are hughlighted. This gives meaningful practice to reading.

Modifications

« Use multi-sensory and multi-media presentations. These presentations allow a
student many ways to take in information. A student with auditory processing
difficulties is not forced to learn only by listening.

auditory information you are presenting more salient to the student with fewer
auditory distractions. You can also easily provide visual aids and feedback more
readily in these environments. Many students can benefit from these arrangements.

» Use modeling to help the student work on building vocabulary. Often the process of
sounding out words for a student with auditory processing problems seems
impossible. This student will require much modeling from the teacher and from
students who are accomplished decoders. Modeling may also be necessary in the
area of understanding word meanings and using words in sentences.
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Color-code prefixes, suffixes or root words. These are important components of
language and some that students with auditory processing may not pick up on just by
listening to others speak. Using their sense of vision (often a preferred mode of
presentation), you can highlight these word components to emphasize in your
lessons.

Reduce the amount of language you use when presenting new ideas to the student. A
student who is presented with too much auditory language at once may feel
bombarded with so many words and phrases that she can not process and understand
what the you want her to do. By simply reducing the amount of {anguage that you
use, you may increase the likelihood that she is successiul with what you are
teaching.

Provide advance organizers. This allows the student to be prepared for the concepts
he will be learning about in an upcoming lesson. The likelihood that he will focus on
important facts will be increased if he has already heard these key terms. Otherwise
the points you emphasize as you are giving an explanation may not seem any more
important to the student with LD than the rest of what you are saying.

Use visual and auditory supports/aids to focus attention and help the student follow
along with the oral presentation. This is another accommodation that will enable a
student with auditory processing disabilities to tune in to the most important
information that you want them to leamn. Some ways of doing this are by using shell
outlines, generating an outline as you speak, diagramming relationships, and using
maps, charts, or illustrations.

Call attention to key points with veice intonations and with words (i.e., this is
critical). See previous two accommodations for implications of this type of practice.
Monitor your rate of speech. When presenting important ideas, you may want to
speak more slowly. This will add empbhasis to these points as well as allow those
students with auditory processing speed difficulties time to absorb what you are
saying.

Stop frequently to check comprehension. Students can be asked to paraphrase a
concept you have just discussed or answer specific questions. This is critical in order
to ensure that students with auditory processing disorders are learning what they

need to from a lesson.

On to Visual Processing
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Visual Processing

Remember: Before making a classroom assignment accessible to students with LD
(especially worksheets, seatwork...) be sure to reflect upon what the goal for that
assignment is. There are often better ways to assess the child’ knowledge about a task that
by using a modified worksheet. The key is not to spend precious time making
accommodations so that a LD child can participate in an activity that is not an effective
teaching practice in the first place.

General Accommodations for Visual Processing Difficulties

» Provide preferential seating. This may be helpful for the student who has difficulty
focusing in on important visual stimuli by placing it more in the foreground of the
student' visual attention. The student should be seated close to the visual stimuli
during lectures and presentations. Another form of preferential seating could be
placement at a study carre] that provides a barrier to extraneous visual distractions.

» Oral Directions. Any time a student with visual processing difficulties is given
written directions they should also be presented orally. Many students are capable of
correctly completing an assignment if they simply "* the instructions. This is
especially true for students who have difficulty with visual memory and are more
skilled at remembering instructions that are given auditory. This accommodation
may also be helpful for students who have language difficulties or reading delays.

» Books on tape. Even though a student may have visual processing difficulties, she
still can use literature to learn concepts and for enjoyment. Books that have been
recorded on tape are an excellent tool for access to such activities. If.the child hears
the material (literature book, science text, novel...) while following along in the book
she can then be taught problem solving and other skills that may have been
neglected if the child is left only with the printed text.

« Guided outline for note-taking. Often teachers have an outline of what they are
planning to present in class. If this is given to the student before the lesson, he will
be able to fill in this outline with notes as he listens to the lecture. This may reduce
demands on the student for creating his own visual display of notes, or for copying
notes from the board. This accommodation is also helpful for many students with
executive control difficulties,

+ Note-taker. Often copying notes from a board or overhead is so difficult for a
student that she has little energy left to attend to the lecture. If this is the case a -
taker" may allow the student to retain much more of the content of the lecture.
Another student can supply notes via carbon paper or photocopying. With this
support the LD student can devote all of her energy and attention to listening to the
teacher. This accommodation may also assist a student with auditory processing
difficulties if she finds herself in a lecture that is only presented verbally.

+ Study buddy. A student with visual processing difficulties often has trouble focusing
on key information presented in a textbook. An option for this child could be to set
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aside time each day for the student to review key points with a peer. Because the

opportunity for peer interaction may be very motivating for the LD child, he may

gain much more from working with another student than with a teacher. Both
students gain from this process of reviewing important concepts.

Lectures on tape. This accommodation allows the student to concentrate on the

content of the lesson while it is being presented and interact in class discussions.

Later, the child can replay the lesson as many times as is necessary and write down

key facts. Requiring a child with visual processing difficulties (and often

accompanying note taking difficulties) to do both of these tasks at once can result in
frustration and limited understanding of your lesson.

« Computer access. Many word processing programs now have spell checking,
grammar checking, and word prediction features that are a lifesaver for the students
with visual processing difficulties. Often student with visual processing difficulties
can produce the " of a word, but can not tell if the word " correct". Spell check and
word prediction assist the student in writing the correct word given these
basic/beginning sounds. Also writing appears neat and organized - a visual product
that the child may not have previously been able to produce by himself.

« Word processing software with auditory feedback. Often when good writers are
working, they will reflect on whether the work they produced actually conveys what
they wanted to say. For a student with visual processing difficulties, the task of
revising work {often from a messy, wordy rough draft with many misspellings) may
be very difficult. Auditory feedback components of word processing programs allow
the student to hear what they actually have written as it will be read by others.

Modifications for Visual Processing Difficulties

s One-on -one or small group instruction: Working with students individually orin a
small group provides students with visual processing difficuities the opportunity to
ask questions, get feedback, and concentrate more easily on the informaticn being
presented. Materials can be read aloud to the student without concerns of
interrupting other children, and information requiring visual memory can be
rehearsed in different formats, providing the student with a leamning disability extra
practice. This modification is often effective for students with many cognitive
difficulties such as auditory processing, memory, language, and attention.

« Read aloud: At times when it would not be practical or necessary to read aloud
information to the entire class, and printed material is not yet available on audio
lape, it is often necessary to read to the student with visual processing difficulties
individually. Often receiving the information auditorily is ali that is needed for the
student to complete a task successfully.

- Multi-sensory presentation: If a student is having difficulty processing and
interpreting information that is presented visually, 2 multi-sensory presentation is
necessary for any new material that the child is expected to learn. Any visual
stimulus should be accompanied by an auditory explanation and students should be
given chances to practice hands-on and experimental methods of learning. Activities

hitp/fawaaw unc.edu/depts/nepts/resources/Visual Processino himi 3/8/01



such as these will allow the student to capitalize on channels of taking in ideas other
than just the visual mode.

o Multi-media presentation: Many classroom activities involve the visual presentation
of information (i.e. chalkboards, overhead projectors, videcs, computers, posters,
bulletin boards, film strips and many more) Just as a student may respond better to
multisensory presentations, the same is true for multi-media. These presentations
often incorporate many different ways of conveying information. Again, the more
modes of processing the student has access to, the better the chance he will retain
what the teacher feeis is ;mportant

« Cliff notes: These book summaries can help the student to understand the main idea
ofa story/novel without having to read the entire book. While access to the entire
story (via oral reading or books on tape) is preferable, in some cases a shortened
version of the book is necessary. The student is still able to understand the content of
class discussions without having to endure hundreds of pages of reading above her
level. Given some success with classroom Interactions about a book and chances to
practice some higher order thinking about components of a novel, the student'
motivation to read and interest in literature can be fostered. |

« Video of Novels: Most students often enjoy watching a movie created from a nove!
they have recently read. For these children the videos can be a source of many
conversations and lessons (i.e. compare/contrast, critiques...). For the student with
visual processing difficulties, showing a video before and after reading a novel may
also assist the child in framing the important parts of the story as well as
familiarizing her with its language and content. This exposure may help the child as
she tries to organize the many pages of visual information presented in the book.

o Graphs, charts, maps: Some student with visual processing difficulties have
difficulty focusing in on what is important when presented with a page full of notes.
The words, terms, key ideas, and facts may seem to blend together in a mass of
words. For a student with this type of difficulty, a graph, chart, or map may be a
lifesaver. These tools provide the student with an automatic visual organization. The
key terms are usually obvious, and details are organized and often abbreviated. The
student does not need to spend the time and energy it may take to mentally organize
the key points of a lesson, but can instead spend more time learning the content.

» Teaching students to_ map_or web concepts: This is often an effective strategy that
organizes visual content, highlights key ideas, and includes (but often abbreviates)
details. However, a students may not always be placed in classrooms where this is
done. If this strategy is effective for a student, why not teach the student to create
these maps or webs himself. This will more than likely take much time for both the
teacher and the student, but it could be well worth the effort. Instead of a teaching
strategy, it becomes a tool for the student to use as he becomes more independent
with written material.

-« Word wall: Students with visual processing difficulties may be hindered in their
writing with speiling difficulties. They may be able to use invented spellings to
produces words that are phonetically correct. However, giving them access to
numerous words that are spelled correctly can increase their willingness to use new

Lt
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vocabulary in their writing. A word wall in which new words are added to a growing
display each week provides students with this access to many frequently used and
content specific words every time they begin to compose.

 Spacing guides: A student with a visual processing disability may have much trouble
lining up numbers for math calculations (i.e., long division), using consistent and
appropriate spacing when writing. In math the result of this problem is often
unnecessary mistakes, while in writing it is often a paper that is difficult to read.
Both of these situations can be very embarrassing for the student. Guides for spacing
and aligning numbers (i.e., graph paper, vertical lines, darkened horizontal lines...)
can alleviate much of this unnecessary frustration.

How to Modify Written Instructions

o Paraphrase/summarize: If written directions are lengthy and contain many steps, a
student may have difficulty remembering all of an assignment. A simple
modification of summarizing such directions for a student can resulit in his being
able to successfully complete the activity.

Chapter summaries: Student text books are often filled with interesting details and
enrichment information. For a student with visual processing difficulties, this large
amount of text can be confusing and overwhelming. A summary of the information
the teacher feels is important from the chapter could reduce these students’
frustration when preparing for class discussions and chapter tests. Motivation to
study and complete assignments may be increased when the students are given a task
that they now feel is possible.

» Audio tapes of content: See above explanation of audio taping
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tackles a reading assignment her personal goal may well be to get through the
prinied material and try to make some sense of it. If the student is provided with a
key point summary ahead of the reading, she may be able to focus her purpose for
reading the material on finding out more about those key points. She has now been
presented with the main ideas and can organize the details she encounters around
them. This purpose setting activity can also benefit students with executive control
problems.

« Highlighting: The more "" a teacher can make important ideas on a page of
information the better a student with visual processing difficulties is likely to do.
Highlighting texts, outlines, and study guides is an effective strategy for making
these key ideas more salient for those students who may get ™" in the many words on

a page.
Testing Accommodations and Modifications

. Oral testing: A teacher will wish to provide activities for a student to improve her
visual processing abilities. A testing situation is not the time for such an activity.
Reading the test orally to a student and/or allowing dictated answers aliows the
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student to convey what she knows about the content for the test rather than what she
does not know about how to maneuver through the writing on a test.

« Extended test time: At times a student is able to successfully complete a test
independently. In such situations, the student should be given ail the time that is
necessary for him to read the questions, find the appropriate space and format for
answering, and formulate a written response. A student will not be very motivated to
learn the content the teacher has worked so hard to present effectively, if he feels
that he wili not have enough time to show what he knows.

» Read the students answers back to him: This process allows the student to hear what
he has written from an objective source. Often this will be all he needs to ensure that
he has included all he intended in his response.

« Careful spacing: A page of a multiple choice test can be confusing for a student with
visual processing difficulties. Teachers can be sure to format the test in such a way
that it is clear which choices belong with which questions. For example, the four
choices a, b, ¢, & d should all be on the same side of a page. The extra confusion of
flipping from page to page or looking from side to side of a page in order to look at
all of her choices could unnecessarily result in unnecessary mistakes.

On to Language Disorders

—— Py

1996 NCPTS, Chapel Hill, NC
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Instructional Modifications and Accommodations Pageloto

Language Disorders

Accommodations for Difficulties in Oral Expression

» Provide a guide for oral responses: This model may consist of a formal guide or
cueing the student before giving an oral response.

« Watch vour own language: When introducing ideas; use clear, simple, concrete
language. This will ensure that you are using terms that a student can understand
and, after hearing you model consistently, possibly add them to the words that she

uses appropriately.

Modifications for Difficulties in Oral Expression

« Require that the student speak in complete sentences. Clearly, but politely point out
mistakes in oral expression and model how to correct them. Ask the student to
repeat after you. You may also want to ask the student to paraphrase what you have
said. These sort of exchanges will give the student immediate, relevant feedback
and may help the student with syntactic difficulties understand more about how to
speak using correct sentences. -

s Use a word wall: Your word wall would consist of the high frequency and content
area words that you have covered in class, and will grow throughout the year. As
new words are added each week, work with the words. Have the students orally use
them in different kinds of sentences, combine ideas using transitional words, and
play games with the words. In these ways the student with language difficulties (i.e.,
semantic and pragmatic skills) can begin to leam the multiple meanings of words.

« Combine "" with " rehearsal”. Often, in class, a teacher will use " rehearsal” when
teaching a concept, For the student with oral expression difficulties, the task may
become " to do the rehearsal” rather than " 1s the concept to be remembered. if you
model appropriate responses and have students repeat them, the student will have an
opportunity to hear the rehearsal done correctly.

» When re-teaching use figurative language. At times students with language
disorders " not get" figurative language. They may be having a difficult enough time
grasping concepts presented literally. The use of figurative language when
presenting new information would more than likely get in the way of the student’
understanding of the content. However, you may want to use this type of language
in lessons in which the student feels comfortable with the terminology and the
content. In this way, you can give the child practice with figurative language as well
as provide more drill on a skill that has been covered.

» Build the Student' Vocabulary

» Work in small groups encouraging the student to talk: Begin with paring the student
with one other child and gradually increase the size of the group as the student
becomes more comfortable. The student will more than likely not become more
proficient with his language until he gains more experience and self confidence in
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his ability to communicate effectively. Small groups are an excellent place to begin.

» Help the student put thoughts into his or her own words. Paraphrasing is a critical
skill for many aspects of school. A student who has difficulty with language will
often have trouble with this skill. If she can be taught to paraphrase information and
connect it to her background knowledge, her comprehension and memory of new
information will more than likely be enhanced.

» Provide fill-in-the-blank activities with a word list from which the learner can
choose. Gradually eliminate the word list guide and have the student fill the blanks
with word(s) she has thought of on her own. This activity can help her to expand
her knowledge of words and how they fit into different contexts.

« Help the leamner learn how to relate ideas in sequence. Cften, leamers with SLD
don’ have a sense of what they should say first, second, third... Develop "
cards" (using words for older learners; pictures for younger, non-readers) for this

purpose.

Accommodations for Difficulties in Written Expression

» Provide a note-taker. Often students who have written expression difficulties exert
so much thought and energy into getting on paper the words a teacher is saying (or
that are on the board) that they are able to spend very little energy comprehending
what is being discussed. A note taker in the form of another student, teacher' notes,
audio tape or other form may greatly enhance the student' comprehension.

» Alternate report methods. Oral reports, projects, videos, plays can be rotated with or
substituted for traditional written reports in order for a student with written
expression difficulties to use his talents when showing a teacher/class what he has
learned from a unit/story/passage...

« Reduce the number of words required for the student to learn in spelling activities.

« Provide sufficient time for the student to learn new spelling words.

» Disregard mechanical errors when not learning mechanics. Correcting all mechanics
such as capitalization, punctuation, and spelling may seem impossible for the
student who had to struggle just to get his ideas on paper. In many lessons this is not
the goal of the learning activity. If this is the case, don' penalize the student.

o Give the student the opportunity to correct mechanical errors before final grading.
Most writers need to go through many stages of a piece of work before it is
completed. For students with written expression difficulties, this process may be
even longer. Allow these students to submit work that will evaluated for content,
help them to correct mechanics, and hold final grading until they have had a chance
to correct them. It may mean the difference between a student, proud of his work,
who wants o write again, and one that finds red marks and a low grade on his best
effort enough to make him want to quit.

Modifications for Difficulties in Written Expression

» Incorporate specific vocabulary-building, spelling, and other language-related
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activities into vour instructional plan based on identified learner needs.

« Provide access to a word-processing program with grammar-and spell checkers to
facilitate corrections of mechanical errors. Even if a student has much dzfﬁcult*y
correcting mechanical errors in his papers, he can benefit from seeing words that are
spelled correctly and sentences that are written correctly. If provided with these
examples of his language used and spelled appropriately, he may be able to
gradually improve his first drafts. In the mean time, he is turning in attractive,
correct work that makes him proud and eager to write again,

Testing Accommodations and Modifications

« (Give students a word bank to use in short answer or fill-in-the-blank items. A
student who has difficulty with language will often not be able to automatically
recall words in response to questions but can recognize them when presented with a
choice. These students should be allowed to show what they have learned in
science, social studies, health, or other subjects without being penalized for their
language difficulties.

« Provide a "" for essay tests and/or a "" for exams.
Read answers back to the learner. Often we read what we have written back to

ourselves to determine if we bave written what we meant to. A student with
language problems may need to have this done for thermn. They can then make
modifications where needed.

Provide extended time. Often students with language difficulties are able to work
independently, but just need extra time to get their thoughts on paper. If allowed this
accommodation, they may be able to successfully show you what they have learned.

Executive Control Processes

General Accommodations for Organization Difficulties

» Predictable Classroom Routine: A student with executive control difficulties may
resist inconsistent classroom schedules. It will be very difficult for this child to
concentrate on important information being presented in he is constantly needing to
beceme oriented to a new routine. Naturally a variety of activities in a classroom are
greessary, but they can be done within a basic consistent framework that allows the
child to devote his energy towards appropriate class involvement,

e Calendar and buddy review: Some students with executive control difficulties find it
almost impossible to remember all of the short and long term assignments for each
day as well as the materials that are to be taken home. If these students are given a
calendar for keeping track of homework each week, this frustration can be relieved.
This accommodation will often not work unless the child is given a support person
to make sure that the correct information is written on the calendar, and the correct
books are packed to go home. A peer is often an excellent choice for this job.
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o Color coded notes: Notes can be adapted in such a way that different aspects of the
content {i.e., vocabulary, key ideas, supporting details, tools...) are highlighted with
different colors. This may help the student who has difficulty organizing and
understanding notes or text. It will also assist the student in accessing relevant
information for class discussions.

» Special place in classroom for schoolwork/homework: For that student who has
difficulty finding the appropriate materials for classwork, a separate place in the
classroom to keep papers and supplies may be helpful. This allows the student to
only have on his desk the papers and supplies he 1s using for one assignment at a
time, The student may be allowed extra time during subject transitions to go to her
special place, file the work just completed in a preplanned/organized manner, select
the supplies needed for the next activity, and return to her seat

» Organizational system: A student with executive control difficulties may have
trouble keeping up with important supplies, assignments, books, and other
necessary school materials. The transition times between school and home are often
extra problematic. If the student is given an organizational system to use he may
experience much more success. For example, the child may be given a notebook in
which dividers are placed and color coded for different subjects. Homework and
classwork would be filed in each of these sections. An assignment sheet iskeptina
predetermined spot each week. The use of this system must be closely monitored in
order to assure that it is working and being used correctly.

-« Show rather than tell: A student with executive control difficulties may have trouble
organizing directions and assignments in her mind before beginning to work. This
will cause difficulty when she begins her task in knowing what to do. If she is
shown a completed example before getting to work, she may be able to understand
how to approach the task. For example instead of simply saying, " sure you have
five dividers in your notebook", show an example of a model notebook. Often a
student will then say, ", that' what I' supposed to do!"

« Computers with spell and grammar check: A student may have many excellent ideas
about what to put into a piece of writing, but may not know how to compose his
thoughts in well planned sentences with correctly spelled words. For this student
allow him to get his ideas on a word processor and later edit his work with the use
of spell check and grammar check. Cut and paste features in most word processing
programs can also provide much assistance to the student as he tries to organize his
thoughts in an understandable written format.

General Modifications for Organizational Difficulties

e Metacognitive strategies: These are strategies that make the student aware of what
mental processes he is using to learn or rehearse information. Often students must
be taught strategies to use as they attack new material, study, or complete
classwork. Some student need to be made aware of the fact that they can even use
strategies. For example, teaching metacognitive strategies is helpful for the student
who may try to do a task a different way each time with no regard to which

=

Losdon s f g rerenr x1en s cardin frtaento v eveto frmantireae /T arora ool 1 omridors e ] T/Y 0
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procedures worked and which did not. This student must be made aware of what

processes she is using and that she can monitor and reuse the strategies that are

effective.

Student evaluation of work progress: For the student who is often off task, some

instruction may be beneficial to teach him to monitor when he is and is not doing

what he is supposed to be doing. This awareness could be the first step in teaching
the student what to do when he finds that he is not on task.

o (raphic organizers: These are very effective tools for students who seem to have
difficulty understanding how ideas relate to one another and fit together. Graphic
organizers are available for many different forms of content, problem solving
techniques, relationships, and information formats. They can also be easily
developed in the classroom. They are an excellent tool for lecture guides, study
guides, and class activities.

o Step-by-step writing instructions: While some students enjoy being presented with a
paper and a topic and told to begin writing, this may overwhelm a student with
difficulties in accessing, organizing, and coordinating ideas. This student may feel
much more comfortable when presented with specific organized stages for writing.
This can be done in small steps and in a preplanned framework.

o Model note-taking: Again, a student may just need to be shown what his final

product should look like in order to be successful. For example, as you are teaching,

take notes on the board and demonstrate the use of abbreviations and symbols (i.e.,

that "." can be used for "" that the symbol # can be used instead of the word "," etc.).

Symbol chart: As 2 student is becoming more independent with note taking, you

may find it hefpful to teach a few symbols each week that can be used during note

taking As they are introduced they can be added to a chart for student reference
during lectures. Introducing a few at a time often better than overwhelming students
with too many symbols at once. The use of symbols will reduce the writing
demands of a student, and allow him to spend more time concentrating on the
organization and importance of the content being presented.

Teach organizational writing strategies directly. Model their use and encourage the

learner to practice using them. Provide frequent feedback on how the student is

progressing. Often students need to be shown exactly what is expected of them. In a

writing activity (in which they must come up with the content themselves) this may

be more difficult. An organized writing strategy that can be demonstrated to the
scudent can provide a more comfortable framework in which they can work.

» Use "-to-Leam" Strategies

« Use metacognitive strategies designed to improve writing. Often students with
executive control difficulties are not aware of the mental questions good writers
often ask themselves (i.e., " I written what I intended to say?", " I use correct
punctuation?”...). These questions guide the writing process and provide an
awareness of the processes we are using to compose. Students with LI can be
taught to use such metacognitive strategies.

» Teach student to judge and evaluate her overall progress. Editing our work is a very
important aspect of writing. A student with executive control difficulties may not
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know how to go about this task. A consistent guide for completing this process may
help her to produce work that she can be proud of.

Organizational Strategies for Improving Reading

« Teach book and chapter organization.

» Use text preview strategies. This practice will help the student to understand what
the components of a passage will be. It provides a guide for self and teacher
questioning and can enhance the success of a student with LD in mentally
organizing and learning the components of a passage.

» Have students complete organizers in cooperative learning groups. Cooperative
learning groups can be as small as two students or larger groups. These groups can
be formed after the students have completed a reading. This gives the student with
executive control difficulties practice in organizing ideas, but takes some of the
pressure off him to do so independently.

» Use graphic representations of text structures.

« Compare/Contrast Text Structure. This practice will allow the student with LD to
note the different organization of various types of written materials. 1f he knows
how an encyclopedia is organized, he will be more efficient at locating information.
He will then not follow the same strategies to research in the context of a novel (or a
newspaper, or the world wide web...} if he knows that the information will be
presented differently. It may take much practice and varied experiences for the
student to become skilled at many different types of written materials.

On to Memory

© 1996 NCPTS, Chapet Hill, NC
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Instructional Modifications and Accommodations Page 1 of 6

Memory

Accommodations and Modifications for Memory Difficulties in General Subject Areas

« Give Both Written and Oral Directions: Some students may have difficulty
specifically with auditory or visual memory. For these students, giving directions in
both oral and written modes may increase the likelihood that a student will
remember what it is he 1s assigned to do.

« Work in Small Groups: Students remember more accurately what they find
interesting and motivating. Students also learn from other students. If a learner with
difficulty in the area of memory has the opportunity to work 1n small groups and to
share what she has learned with other students, the likelihood that she will
remember important aspects of a lesson can be increased. Not only will the student
be learning content from peers, but she also will be able to observe and ask
questions about the strategies they are using to remember important concepts. The
small group atmosphere may be less intimidating for the student with LD, offering
more freedom to ask questions and share information.

o Students Quiz Each Other: Many students with memory difficulties need frequent
and varied drill and practice. Often, a teacher does not have the time to provide
these individual practice sessions for a student. Quizzing with a peer is ofienan a
valuable alternative. Both students can gain from practicing of important facts or
concepts.

« Students Repeating What they Have learned: Often students with memory
difficulties can not remember because they do not store the information to be
remembered in an organized and easy to retrieve format. In other words, they have
difficulty paraphrasing new information in language they understand, can relate to
their experiences, and can recall later. If you ask a student to tell you what he has
learned in a lesson (preferably in his own words) this will provide practice with
paraphrasing. It will also allow you to assess what he is remembering. If you find it
necessary for this activity at first, you can have him repeat key parts of a lesson after
you.

« Avoid Overwhelming the Learner: Many facts to be remembered at once may be too
much for a student to hold in short term and working memory. If the student is
presented with what she feels is entirely too much information, she may not be able
to, or loose her motivation to transfer these facts into long term memory. You may
wish to select only the most important facts to require that student to remember, or
provide some form of memory assistance (i.e., poster, tape recording, graphic
organizer...) for that student to use during a lesson in which many new facts will be
used.

» Memorization Strategies: Some students with memory difficulties do not know the
strategies that successful students use, and often benefit from direct instruction in
these strategies. Some familiar examples of memorization strategies include: verbal
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rehearsal, pneumonic devices, and visualization. Students may benefit from one
strategy over another depending on their learning style (l.e., A student who
performs visual memory tasks better than auditory ones will benefit more from
visualization strategies than verbal rehearsal). Once they see how their
memorization skills improve when an effective strategy has been chosen, students
often become very motivated to use it independently and often.

Accommodations for Memory Related Reading Disabilities

« Peer Tutor

« Reading Orally: This can be done in small groups or to the entire class. Books with
repeated lines are especially effective for use with emergent readers if they are read
aloud frequently. This type of story allows the student with memory difficulties to
hear the repeated line over and over throughout the book and over several readings.
The frequent practice of these phrases allows him more chances to Jjoin in with the
teacher and the rest of the class in an interactive literacy activity. Oral reading is
especially effective if the students are allowed to see the print as it is read. This
increased exposure to letters/words and their sounds may benefit the student who is
having difficulty associating the two.

» Review Vocabulary Prior Reading: A learning disabled student may have difficulty
holding in memory and integrating new vocabulary words, decoded words, and the
meaning of a passage. A review of the vocabulary words that have just been learned
may enhance the student' ability to recall them in text quickly, thereby limiting the
demands of the student’ working memory. Having too many new vocabulary words,
however, may serve to frustrate the student and defeat this process.

» Extended Deadlines for Reading Assignments: Students with memory difficulties
are often not automatic in their recall of sight words and decoding strategies. The
process of reading a specific assignment may be possible for them to do
independently, but they may require extra time. The student who is given this time
may have more of an opportunity to decode the material and then link it to personal
experience/knowledge that will increase comprehension. '

e Reword Passages: Especially in subjects such as social studies and science, passages
are often written at the frustration level for students with LD. These passages can
often be paraphrased in a way that new text can be written to substitute simple
vocabulary for longer words while retaining key facts and ideas. If the text is
rewritten at an independent level for the student with working memory difficulties,
he can focus only comprehension because decoding will be more automatic.

» Filmstrips or Videos: These modes of presentation can be used to supplement (not
necessarily substitute) information contained in a passage of reading. Again, some
students may have more success with remembering information presented orally,
than visually.

= Books on Tape: A student will not be likely to retain concepts from a passage of
reading that requires much energy to decode. If the student is allowed to hear the
book read on tape while following along in the text, she will be able to concentrate
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on the key concepts to be remembered.

Alternative Note taking Strategies: Much mental energy is often required for some
students with LD to take notes during a lesson. Often, the exercise of note taking
involves holding many facts in memory at once, paraphrasing when necessary,
selecting key concepts to write, writing them, and often following a prescribed note
taking format. If this is the case for a student with memory difficulties, he will not
be able to concentrate on the content of the lesson and how he will remember it
later. Also, if active working memory is the specific area of difficulty, the student
may not be able to successfully integrate all of the requirements for effective note
taking. If the student 1s given a copy of your notes or allowed to have a note taker or
tape recorder, he can concentrate on the content of your lesson during the lecture
and still have the notes to refer to later. You can obtain tapes of textbooks from
North Carolina state warehouses. A fee is charged to your school system.

Reduced Number of Multiple Choice and Matching Items: If a student feels
overwhelmed about the amount of facts she is required to remember, a teacher can
pick the most important facts to be learned and allow a student to focus only on
those concepts. This success may enhance the success of a student as well as his self
esteem.

Word banks: Some students have more success with recognition rather than recall
when trying to memorize facts. For these students, tests that require them to " in the
blank" are unnecessarily difficult. They can often be successful if given a word bank
that includes the words that will be needed for the test. This allows them to
demonstrate what they know about the concepts that you are trying to teach rather
than demonstrating what they may not know about rote memory skills.

Tape recorders for Dictation: Again, some students may have more advanced
auditory memory than visual memory. These students may have learned to study by
listening to content material {on tape or read aloud) and oral drill. In order to allow
them to fully show what they have leamed, they should be tested in the same way
that they have studied. This can be done by oral testing or by simply allowing them
to dictate their answers in a tape recorder. The skill of creating written responses
can and should be taught to these students, but not during an activity in which the
goal is the demonstration of knowledge in another subject. For a young child who
has difficulty remembering how to form letters, and for whom writing is very
laborious and imprecise, this accommodation may be even more beneficial.
Memory Book

Dictionary, Thesaurus, Spell checker, Franklin Speller: A student who has difficulty
storing vocabulary in long term memory may still be able to generate ideas and
compose a well written composition. The student should be allowed and encouraged
to get her ideas on paper (or word processor) with invented spellings, symbols, or
whatever means work for the child. The editing process can then be assisted by
these tools to produce a final result that is spelled correctly and has a range of
vocabulary included.

Highlighting: Often textbooks are filled with many interesting facts and concepts
that provide background information and enrichment for the main ideas. For the
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student with memory difficulties, trying to learn everything in a chapter for a test
may be overwhelming. She may want to do well on the test and try to stady
everything due to the fact that she does not know what information will be included.
As a result, she learns neither the enrichment concepts, or the ones you emphasized
on the test. A simple procedure to let the learner know what facts/concepts to study
is to highlight the information in her text, notes, or worksheets. Generally, it is not
difficult to receive permission from your administrator to highlight in a student’
book {especially if you plan to keep that book for other students who need the same
accommodation in years to come--it will then be already done, or donate it to the
special education program at your school), but, if this is a problem, the parents or a
volunteer are often willing to "" the book for the student for that purpose.

o Word Wall: A word wall consists of the high frequency and content area vocabulary
words that have been covered throughout the year. A student who has difficulty
with long term memory may benefit from having this reference in the classroom
available for any time that he needs them for written or oral expression.

o Color-Coded Work: A student with memory difficulties may need frequent and
varied practice when learning a skill. This practice can often be provided in the
context of your other lessons, especially in the elementary school. One way to do
this is with color-coded work. For example 1f you are teaching upper case letters (or
nouns, directions, addition opportunities, etc.), all capital letters written during that
time (for any subject) can be done in red. This gives many opportunities throughout
the day and in various contexts to emphasize and practice the skill.

Accommodations for Memory Related Difficulties in Reading Comprehension

» Review Vocabulary Prior to Reading: See previous section for explanation.

» Highlighting: You can highlight key information within a reading passage to help
the student identify what is important. For a student with active working memory
difficulties, holding the many ideas/facts that are presented in a passage may be
difficult. If they are aware of the most important ideas on which to focus,
comprehension may be increased.

» Summaries: If a student is unable to remember all the parts of a passage of text, you
may want 1o provide summaries of the ideas you want him to retain. This allows the
student to focus on the most relevant information and spend the extra time he needs
learning it. It also gives the student practice with the critical skill of paraphrasing,

« Numbered Paragraphs: You can indicate the location of comprehension questions
by numbering paragraphs and indicating the appropriate numbers to refer to in the
questions. This keeps the student from wasting time searching throughout the entire
passage and allows her to spend more time concentrating on the concept you want
them to learn. Again this is valuable time for a student with memory difficulties
who may need more opportunitics for CORRECT practice than other children.

» Guiding Questions or Outlines: This is another tool that enables the student with
memory difficulties to focus on the most important aspects of a lesson. The fewer
facts/ideas the student must remember, the greater her chance of success.

=)
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» Teaching Paraphrasing: A critical component of reading comprehension is relating a
passage to your previous experiences and knowledge. Student must be able to " it in
their own words& #34 Students with memory difficulties often have trouble with
this paraphrasing process. Therefore, information may not be stored in a way that
connects to prior knowledge, or that can be retrieved later. Teaching paraphrasing
strategies can enhance the students’ ability to understand and remember what has

been read.
Accommodations for Memory-related Math Calculation Difficulties

« Counting on Fingers: At a very voung age, students are expected to remember basic
addition and subtraction facts. A child with memory difficulties, may not master
these facts as quickly as the rest of the group; counting on fingers is ofien a strategy
they employ in order to do the math the rest of the class is completing even though
they do not remember the facts automatically. This process should be allowed so
that the student does not fall even further behind the rest of the class while still
drilling the basic facts. Then, at appropriate times, the student can receive more
assistance with automatic recall of facts.

« Multiplication tables/charts: Recitation of multiplication tables is a nightmare for
some students with memory difficulties. Some adults feel that everyone can learn
the tables if they only " hard enough.” This is just not the case for some children
with SLD. They may have tried for years with much effort and motivation become
automatic with these facts. These students are very capable of understanding and
completing difficult multiplication problems, word problems, expressions,
equations, and other higher order problems that require multiplication in the
process. They can accomplish this if they are allowed to consistently use
multiplication tables and charts. Some of these are very small (i.e., on a pencil) and
inconspicuous. The student may require more time to complete problems using
these, but given this accommodation, can be included in math activities with the rest

of the class.

» Calculators: The goal of some lessons is to teach and assess a student' capabilities in
basic computation. In such lessons, calculators would not be appropriate. Very little
time, though, is often spent on such lessons (especially in the older grades). More
often lessons require computation, but are focused on more advanced skills. If this
is the case, a student who has difficulty remembering basic computation facts can
benefit from the use of a calculator. This tool allows the student to learn the skills he

would unnecessarily miss if his progress was guided and evaluated by the mastery
of computation skills. Also, the use of a calculator will be an important skill for him
to have as an adult.

» Memory Cue Cards: You can provide memory cue cards, especially for following
multi-step calculations by posting them or individually. These can guide a student
with short term memory difficulties through the process of solving a problem.

e Give math tests on two days: This can be done by having the students set up their
problems on one day (focusing on and remembering the new steps and thought

P S R LY
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processes they have learned), and solving the problems on the second day (focusing
on and remembering from long term memory basic computation facts and

strategies).
On to Fine Motor Coordination

© 1996 NCPTS, Chapet Hill, NC
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Fine Motor Coordination
Accommodations

» Provide Pencil Grips. Some students hold pens and pencils very tightly and it hurts
when they write. Give them commercially-made grips which are molded for correct
finger positioning. Or make grips from pink, foam hair rollers by removing the
middle piece of the roller and sliding the pencil in. This works well to "" the grip.

« Have the student dictate responses. This can be done to a scribe or into a tape
recorder. It bypasses the need for written responses and allows the student to focus
on (and be graded on) what he wants to say instead of his motor difficulties.

» Tape the paper to the student' desk. This technique helps student who can' keep their
paper flat in the position it needs to be in for writing. Teach students the appropriate
posture for handwriting {arm and elbow on table, parallel to the edge of the paper)
and tape their paper in such a way that they can maintain this posture.

» Tape paper to the Chalkboard. This technique helps build shoulder strength.

» Allow the student the option of using either cursive or manuscript. This may help
the student who has difficulty with all of the pencil lifting and spacing of
manuscript as well as the one who needs those breaks in finger grip.

» Allow the student to choose the writing utensil. Some students prefer to write with a
pencil and find that it "" the paper better and offers more control. Others prefer the
easy flow of a pen. Allowing a student with fine motor difficulties to choose which
writing utensil works best for her may improve the quality of work you receive as
well as her comfort with the writing process.

« Provide copies of class notes. A student with difficulties in the area of fine motor
coordination should not be penalized in other areas of school. Imagine the difficulty
a child would have studying for a test or completing homework in any subject if left
with only his handwritten notes for a reference. Have good note-takers take notes
and make photocopies (also good for absentees and broken arms - do this as a part
of your regular routine).

e Provide access to a word processor. This is fantastic for children who have
difficulty forming letters and writing at a pace that allows them to keep up with the
rest of the class. Word processing programs can also be supplemented with word
prediction programs, spell check, grammar check, thesaurus, adapted keyboards,
and many other features when needed. Also when the student prints the material she
has written to hand in or display, it comes out in a neat and attractive format every
time. Imagine the impact on the self esteem of a child who, due to handwriting
difficulties, has previously never been able to produce such a product.

» Reduce the number of math problems the student is required to do. Often the learner
knows how to do the problem, but writing is difficult. On a test with 50 questions,
for example, have the student show the process for ten f the problems, but provide
only the answers for the other 40. Or ask the student to do selected problems (i.e.

Lot ey 1ine ed1v/dente/nente/recnnirees/ BineMatar himi YRR W
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questions 1,2,8,10,15,16) if you' changed problem type.
Testing Accommodations and Modifications

» Reduce the number of math problems the student is required to do. Often, the
learner knows how to do the problem, but writing is difficult. On a test with 50
questions, for exampie, have the student show the process for ten of the problems,
but provide only the answers for other 40. Or, ask the student to do selected
problems (i.e., questions 1, 2, §, 10, 15, 16} if you' changed problem type.

Modifications for Students with Handwriting Difficulties

» Provide Pencil Grips. Some students hold pens and pencils very tightly and it hurts
when they write. Give them commercially-made grips which are molded for correct
finger positioning. Or, make grips from pink, foam hair rollers by removing the
middle piece of the roller and sliding the pencil in. This works well to " the grip.

« Have the student dictate responses. This can be done to a scribe or into a tape
recorder. It bypasses the need for written responses and allows the student to focus
on (and be graded on) what he wants to say instead of his motor difficulties.

« Tape the paper to the student' desk. This technique helps students who can' keep
their paper flat in the position it needs to be in for writing. Teach students the
appropriate posture for handwriting (arm and elbow on table, parallel to the edge of
the paper) and tape their paper in such a way that they can maintain this posture.

the student who has difficulty with all of the pencil lifting and spacing of
manuscript as well as the one who needs those breaks in finger grip.

pencil and find that it "" the paper better and offers more control. Others prefer the
easy flow of a pen. Allowing a student with fine motor difficulties to choose which
writing utensil works best for her may improve the quality of work you receive as
well as her comfort with the writing process.

» Provide copies of class notes. A student with difficulties in the area of fine motor
coordination should not be penalized in other areas of school. Imagine the difficulty
a child would have studying for a test or completing homework in any subject if left
with only his handwritten notes for a reference. Have good note-takers take notes
and make photocopies (also good for absentees and broken arms--do this as a part
of your regular routine).

s Provide access to a word processor. This is fantastic for children who have
difficulty forming letters and writing at a pace that allows them to keep up with the
rest of the class. Word processing programs can also be supplemented with word
prediction programs, spell check, grammar check, thesaurus, adapted keyboards,
and many other features when needed. Also, when the student prints the material
she has written to hand in or display, it comes out in a neat and attractive format

s
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every time. Imagine the impact on the self esteem of a child who, due to
handwriting difficulties, has previously never been able to produce such a product.
o Reduce the munber of math problems the student is required to do. Often, the
learner knows how to do the problem, but writing is difficult. On a test with 50
questions, for example, have the student show the process for ten of the problems,
but provide only the answers for the other 40. Or, ask the student to do selected
problems (i.e., questions 1, 2, 8, 10, 15, 16) if you' changed problem type.

General Accommodations and Modifications for Testing

Test the same content for all students in your class, but change input/output demands, as
needed, for learners with SLD. The requirement of a written response is, perhaps, the
most common approach to testing used in the schools. However, some students with SLD
can simply not perform well in this mode, particularly if they have language disorders or
fine motor coordination problems.

« Reduce the amount of writing required (i.e., give fewer problems to complete).

« Allow the student to perform mathematical calculations in her head and provide
answers verbally for most of the problems, writing out selected problems to
demonstrate mastery of the process.

+ Permit outhning of essay responses.

« Read questions and have the student give oral responses.

» Tape guestions and have the student tape responses.

» Have the student demonstrate understanding of key concepts in alternative ways
(i.e., timeline, experiment, project).

» Use written tests, but also give grades for other class activities which will contribute
to the overall grade (i.e., homework, notebook, discussion, extra credit projects).

« Do not count spelling/handwriting errors.

« Allow extra time for test completion.

» Reduce the number of items required for the student to complete,

o Reduce the number of choices in multiple-choice items.

» Allow the student to write on the test paper, instead of using bubble sheets or
answer sheets.

« Teach the student how to use test-taking strategies.

s Prior to testing, provide specific test preparation guides at the beginning of each unit
of study.

« Teach students to manage their time well during tests, allowing more time for
questions with higher point values and questions which are more difficult.

» Teach students to eliminate choices which clearly are incorrect in multipie-choice
1tems.

For learners with attention problems and language disorders:
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« Have the student take the test in an environment away from the classroom.

» Teach the student to find key words and clues in the test questions.

« Space multiple choice responses carefully on the test (don' have choices "" and "
on one side and choices "" and "" on backside of the page).

« Eliminate distracting stimuli from the test.

o Avoid giving extraneous information in the questions.

o Avoid wordiness--focus on what it is you are asking.

» Avoid distracting words and phrases like: " always," " but,” "," " only."

» Allow oral responses to essay questions.

o Reword test items using a simpler vocabulary.

o Rephrase questions.

o Teach students to look for clues to answers which may be embedded in other test

questions.

For learners with memory problems:

» Include liberal doses of recognition items (i.e., multiple choice, matching, T/F).

» Under the slot for each matching question, give possibilities (i.e., "," "." or "" ;the
student will knew the answer comes from one of those choices.

» (iive the student a word bank to use in short answer or fill-in-the-blank items.

» Allow the student to use memory cue cards {o assist with multi-step processes or
facts.

o Allow students to use " sheets" for tests {a 3x5 card on which students can write any
amount of information they can squeeze into the space). Once they create the card,
they often don' have to use it because they have learned the material by having to
figure out what is important and writing it.

« Allow students with memory problems to use " Aid Cards.”

» Avoid giving extraneous information in the questions.

s Avoid wordiness--focus on what it is you are asking.

« Avoid distracting words and phrases like: " always,” " but," ",)" " only."

o Allow extended time.

© 1996 NCPTS, Chapel Hill, NC
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Easy Writings to Get Students Started

- Explain that on the next line they will write the same amount in words. Point out that

they should begin the amount with a capital letter. Have students look at a posted chart
or a handout for the correct spellings of the numbers, Ask students why a check writer
should begin the dollar amount as far ieft as possible. (So that no amount can be added
in froat of it S e

Elicit from students a word or phrase for the memo line that will help them remember
how the money was spent. Ask what was the purpose of the check: What did they buy/
purchase? o o e

Ask what final thing is needed on their check. (A signature.) Explain tha't'u-sually peo-
ple write their signatures in cursive. Tell them that you will sign vour own name be-
cause you must never write someone else’s name on a check, not even for a joke. Tell
them that is not legal. ' '

. spwptE-voD

Entering Information in Check Register

o)

b

Exptain that after they have written a check, they need to record the amount of the. ..
check they just wrote and subtract it from the balance so they can see how much
money they have left,

Draw a check register on the blackboard or prepare a transparency showing the vari-
ous parts: check numbes, date, financial transactions column, a payment or debit (sub-
tracted out) column, & deposit or credit (added in) column, and a balance column.
Tell students that they will begin by depositing a payroll check of $200 which they
have “earned.” Show them how to enter $200 in the deposit column. Then enter to-
day’s date and add the deposit to the balance,

- Next, demonstrate where the aumber of the check, the date, whom the check was

written to (payee), and the amount should be recorded.

- Finally, demonstrate how to subtract a check to get the running balance. Your students

may need to calculate the subtraction problem on separate paper.
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BALANCE

0. w0
/]
) 0.
|00

C*&%CK DATE FINANCIAL TRANSACTIONS o AYMENT

5 /.__
502 |3-6.
503 137

RESPONDING TO STUDENT WRITING

1. As students write their checks and record their transactions, circulate around the
room. Hold mini-conferences with students who need assistance. As they compiete one
check and the corresponding register, ask them to double-check the number and word
amounts they wrote, along with what they wrote and calculated in their check register.
Bring together small groups of students to demonstrate this checking procedure.

t

If vou want students to work toward particular learner outcomes, give each student a
revising form designed to guide him/her 1o self evaluate. See reproducible Self Evalua-
tion Checklist (9-4) at the end of this lesson.

FPUBLISHING
Inform students that over the next week they wilt get a chance to deposit money in their

checking account, pay bills by writing checks, and balance a checkbook register so they will
know how much money is left.

My Checkbook
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MODIFICATIONS TO ENCOURAGE BEGINNING WRITERS ~

+ Less able students often find more meaning and more motivation when check WLiring'._ .
accurs in a simulation. Help students set up a We(:}dy or mon{hl} budget based om in-"
come and possible expenses. Then once or twice a da ; glve thcm a chance to p‘iy b111a5; :

deposit money to their account, b‘ﬂ‘mce their checkbook and kczep 2 register bhf:et to 3
record transactions. '

Ser up and explain ways students may add monﬁv to then' &ccounts such as weekly p:w ey .
checlks for worl in each subject, bonuses for Excelient ass1gnmcnts and tests, and rewards i

for good behavior and/or accurate records at the end ‘of the month. ‘
Also instruct students that they will have daily or weekly bills to pay such as rent for
the use of their desks, fees for use of the pencil sharpener, and {ines for wurning in late as-
signments or talking out of turn and other misbehavior. o
Begin by “giving” students a beginning balance of an even amount such as $90 or $400
and then make all their bills in even amounts, '

MODIFICATIONS TO CHALLENGE ADVANCED WRITERS

« Ask high achievers to plan a budget including at Jeast three of the {ollowing:
Where will you buy yvour food? Clothes? Toys?
How much will you spend on each?
How much will you spend for vour home (or desk)?
To whom will you owe that?
What atilities will you need to pay?
Who will you pay these to?
How much will you spend for transportation?
To whom will you pay this?
How much for car/bike insurance?
What insurance company will you use?
How much will you put iito savings?
Where will vou put this money?

= Assign students o check the Financial records of other stude




BLANK CHECKS

(9-1)

© 1994 Chetlyn Sunflower
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CHECK REGISTER PAGES

(9-2)

CHECK
[ TNOY DATE

FINANCIAL TRANSACTIONS

PAYMENT

DEPOSIT]

BALANCE |

CHECK DATE

FINANCIAL TRANSACTIONS

(PAYMENT

DEPOSIT]

BALANCE

NC.

FINANCIAL TRANSACTIONS

PAYMENT]

- BALANCE .| ..

DEPOSIT
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Date:

© 1994 Cherlyn Suaflower

WORDS FOR NUMBERS

Fleven.......... 11
Twelve .. ... 12
Thirteen. .. ... .. 13
Fourteen. ....... 14
Fifteenn . ... ..... 15
Sixteen . . ... .. 16
Sevepteen. . ..... 17
Eighteen ... ... .. 18
Nineteen. .. ... .. 19

869

(9-3)
Twenty . ....... 20
Thirty ... ... .. 30
Forty . ......... 40
Fifty........... 50
SIXLY vt 60
Seventy ........ 70
FEighty . ........ 80
Ninety ......... 90

One-Hundred ... 100




Name: Date: (9-4)

SELF EVALUATION CHECKLIST

Reread your check and the record you made of it.

Check
1. Bid you enter today‘s.da{e? Yes No
2. Did you write the name of the person or business on the top line? Yes No
Is the first letter of each parf of the name capitalized? Yes No
3. Did you write the amount of the payment in number form? Yes No
How clear and easy 1o read is yourrhan‘dwritmg? Hard 0 g{ead Ok Eaéy to Read
4. Did you write the amount of the paymcnt in word form? Yes No
How clear and easy to read is your handwriting? Hard to Read Ok Fasv to Read
5. Did you write a note to yourself telling what the check was for? Yes No
6. Did you sign your name in cursive handwriting at the bottom of the check? Yes

Check Register
1. Ind you enter your financial transaction in the check register?  Yes No

2. What was your running balance?

No

What did you find out when you double checked the balance?

I'have carefully reviewed and revised my check and the check register.

Signature

70
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CHECK

RITING

Even though check writing does not require putting thoughts into sentences or paragraphs,
it is an important type of writing. Writing checks is very appealing to older students who
see adults writing checks all the time. This lesson can be taught in conjunction with a math
lesson or in your language arts program either as a short one day experience or spread out
over a week or more.

OBJECTIVES

Students will write ten checks and keep track of expenditures in a check register. To do
this, they wilk

* Write today’s date on each check.

* Write the full name of the person to whom the check is written.

» Capitalize proper names and titles of businesses.

*+ Write the amount of payment in both number and word form.

* Use legible handwriting.

* Write a reminder on the “memo” line telling what the check was for.

* Siga the check in cursive handwriting. = _ e e
* Enter each financial transaction in the check register and keep a running balance.

MoTivATORS

I Ask students why people have checking accounts and why they write checks instead of
using cash. (Good way to pay bills, safer than carrying cash, helps keep records of pur-
chases/expenses.) Show your students your checkbook and how you keep track of the
checks you write.

2. Tape a large check made out of a sheet of chart paper or butcher paper to the chalk-
board and demonstrate writing a check for a really large amount such as four thousand
sixty-eight doliars and thirty-two cents. Go through all six steps of check writing: date,
to whom, amount in numbers, amount in words, memuo, signature.

60
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3. Have students construct their own checkbooks. Explain that they will get to write
checks to “pay” for items and manage their own money,

Ahead of time duplicate 10 blank checks (two checks per day for one week), 3 check regis-
ter pages, and 1 checkbook cover for each student. See reproducibies 1 and 2. Give each
student the blank checks, check registers, checkbook cover, and a blank sheet of colored
paper and provide the following instructions for constructing the checkbook.

(If you desire, checkbook covers can be made from sheets of colorful wallpaper inr
stead of the copied forms. These covers look especially sharp! If you want this uait to last
longer than a week, students can “purchase” new checks from vou at a later date. Adding
more checks now will make it very difficult to staple the checks to the checkbook cover.)

1. Lay the blank sheet of colored paper on your desk and cover it with the check-
book cover.

2. Staple the checkbook cover and the colored sheet of paper togetber along both
shorter edges.

i I} <—staple

NOODERUD Ay




62 Easy Writings to Get Siudents Started

3. Fold both sheets of paper together on the fold lines. Be Suve that the check-
book cover always faces out. Crease the folds with Your fingernail

4. Fold the lower part of the checkbook up to make g Pocket. Now staple Gioney
the right edge of the pocket three times. You should staple through all four
sbeets of the checkbook cover. Do not staple the left side yet. That’s where the

checks will be placed.
5. Next cut out your checks and stack them neatly.
6. Lay all of your blank cbecks on top of the pocket you made.

7. Next staple three times along the left edge through the checks and the two.
Parts of the checkbook cover. Your checks must be loose on the right edge so
that you will be able to tear them out.

stapie —>

go here.

/ Your checks 174,._ staple
i

8. Finally staple the check register pages to the inside of the checkbook cover —
above the blaxk checks.
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BRAINSTORMING

Tell students they will brainstorm ideas for checks they might write.

Key Questions

1. What is one item you would like io buy?

2. How much does the item cost? What will be the amount of the check? How
many dollars? How many cents? (Write the amount in numbers and words. Post a
chart listing spellings of numbers and demonstrate using it. See Reproducible 9-3)

In what store night you buy the item? To whom will you make out the check?

W

4. Repeai this process for additional items and/or expenses.

Grour COMPOSING

Explain 1o students that you will help the class write a check, using the information from
their brainsterming. Ask why they must use a pen and not 2 pencil when writing a check,
(S0 that no one can change any informaton on the check.)

Writing the Check

1. Tell students the first thing they'll do is date their check. Ask what today’s date is and
elicit the correct way 1o write the date. (Capitalize month; comma after day.) As stu-
dents supply information. fill in 4 sampie check taped to the chalkboard.

.

Explain that on the next line (Pay to the order of . they will write the
name of the person or business they are paying. Ask how they should begin a person’s
first and last name or the name of a business? (Capital leter.)

3. Have srudents choose an amount for the check. As you write the amount, explain that
a dollar sign is written in front of the dollar amount and a decimal before the cents.
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Most Useful Word Family Words

The following list contains the most common word families in
our language. Most of the words were complied by Wylie and

Durrell, 1970.

T.ack | -ail  -ain  -ake -ale |-ame | -an

back | bail | lain | bake A bale came ban bank |
_hack | fail  main | cake | dale | dame can dank
lack | hail | pain fake | gale  fame . fan  hank
pack jail | rain | lake hale |game man lank
‘quack | mail | vain make | male | lame pan | sank
rack nail | wain | quake | pale |name  ran tank
_ sack pail "brain | rake | sale same tan  yank
tack quail chain| take | tale  tame van blank
biack rail | drain | wake scale iblame  bran clank
clack ‘sail | gain brake | shale | flame | clan crank
- crack tail | grain drake stale  frame | flan drank |
:knacki wail plain | flake whale shame  plan  flank
:_ shack | flail slain | shake scan | plank
slack | frail | spain snake . span | prank
smack snail spraitﬁ; stake _ | than |shrank,
snack  trail | stain | sake | spank
stack | strain : thank |
- track | train | |
‘whack

! | i H
| | ] i !

-ap | -ash -at | -ate | -aw | -ay | -eat

date caw @ bay | beat hell

gap bash z
‘ feat = cell

lap  cash : cat | fate | gnaw | day
. map crash! fat | gate | jaw | gay | heat | dell




taw

hay

dwell |

nap @ dash | gnat | hate | - meat
rap gash | hat | late paw | jay ' neat fell
sap hash | mat  mate | raw lay | peat |- jell
tap lash | pat rate | saw | may . seat knell |
yap | mash rat | crate | claw | nay bleat sell |
chap . rash | sat | grate draw | pay  cheat| tell
~clap sash tat @ plate | flaw | quay écleat well
 flap brash | vat @ skate | slaw ray pleat | yell ‘
. scrap | clash | brat | state |squaw 6 say treat | quell
slap | flash | chat | straw | way wheat shell
snap ' slash | flat . bray smell
strap smash that clay speli
trap | stash cray | | swell
wrap |thrash; ray !
| ! trash | gray
play
| pray 3
* slay ;
spray
| stay é
. stray ' :
sway
tray
best | dice | kick bide  knight| bill . bin | dine |
guest ice iick ide light  dili din fine
jest | lice  pick @ ride | might fill fin . line
lest | mice  quick| side | night | gill gin | mine
nest  nice | sick tide  right hill | kin | nine
~ pest : rice | tick ! wide | sight @ ill pin | pine
rest | vice wick | bride | tight jill sin tine
- test price | brick; chide | blight | kiil tin vine
 yest slice chick! glide | bright mill win | wine
west spice | click i pride @ flight pill chin | brine
zest |splice| flick | slide | fright | quill | grin . shine |

]



 blest
chest
crest

quest |

. wrest

- bing
 ding
| king
ping
ring
. sing
- wing
- zing

bring |
- cling |

fling

sling

- sting
- string
- swing
thing
- wring

‘thrice

ing

twice |

| trick

-ink |

slick |
stick |
thick |

snide

stride

slight |

plight |

| .ock

. chill |

- skill
l swill

[ twill

rill

sill

till
will

drill
frifl
grill

spifl
still

thrill |
trill |

shin
skin
spin
_ thin
twin

-oke

Kink
link
. mink
| pink
rink
 sink
. wink
blink
brink
| chink
clink |

| slink |
| stink |
| think

_ . drink |
fspring%shrinki

lip |
nip !
quip |
rip
sip |
tip |
zip
blip
chip
clip
drip
flip

grip

ship
skip
slip

I

sit
wit
flit
grit
knit
guit
skit
slit
spit
split
twit

snip

_knock'

mock
! rock

dock.
. hock |

fock

' sockj
tock
| block
| clock

' crock 5
flock |
frock

shock
smock

échoke(

| spoke

| stock

joke
poke?
\Noke§
yoke§
broke

smoke

stoke !
stroke

| shrine%
- spine
 swine
whine

$
(=)
o
i



| strip | 1
trip '{
| | whip E |
ot | -uck | -ug | -ump f -unk

cot  buck | bug . bump | bunk
dot | duck | dug | dump | dunik
got ‘ luck | hug | hump  funk |
hot . muck | jug jump | hunk
jot ! puck | lug fump | junk
knot | suck | mug | pump | punk |
lot  tuck  pug chump| sunk |
not | cluck! rug |clump | chunk 'A |
pot pluck | tug | ‘fmmpE flunk
rot |shuck| chug grump| plunk
tot | stuck drug  plump shrunk] ;
biot |struck! plug | slump | skunk
clot | truck shrug stump stunk |
~ plot | | slug |thump|spunk
~ shot | smug | trump | stunk | g
slot ! snug | | trunk |
- spot % ‘thug'
trot | _ !

http:!/www.wiiearns.com/apps/l)efauit.asp?cid=522



MOST COMMONLY USED WORDS IN
NEWSPAPERS AND MAGAZINES



The 3000 Most Commonly Used Words in the United States

The 1st and 2nd 100 Words

1. about 28. can 55. have 82. made 108. or g 136. take 163. want
2. after 29. come 56. he 83. make 110. other 137. tell 164. water
3. again 30. couid 57. help 84. man 111. our 138. than 165. way
4. air 31. day 58. her 85. many 112, out 138, that 166. we
5. all 32. did 59. here 86. may 113, over 140. the 167, well
6. along 33. different 60. him 87. me 114. own 141. them 168. went
7. also 34, deo 61. his B8. men 115. part 142, then 169, were
8. an 35. does 62. home 83 might 116. people 143. there 170. what
9. and 36. don't 63. house 90. more 117, place 144, these 171. when
10. another 37. down 64. how 91. most 118, put 145, they 172. where
11. any 38. each 65. | 92. Mr, 118, read 146. thing 173. which
12. are 38. end 66. if 93. must 120. right 147. think 174, while
13. around 40. even 67. in 84. my 121. said 148. this 175. who
14. as 41. every 68. into 95. name 122. same 149. those 176. why
15. at 42, few 69. is 96. never 123. saw 150. thought 177, will
16. away 43, find 70, it 97. new 124. say 151, three 178. with
17. back 44, first 71. its 98. next 125. see 152, through 179. word
18. bhe 45 for 72, just 99, no 126. she 153. time 180. work
19. because 46. found 73. know 100. not 127. should 154. to 181. world
20. been 47. from 74. large 101, now 128. szhow 155. together 182, would
21. bpefore 48. get 75. last 102. number 129. small 156. too 183, write
22. below 49. give 76. left 103. of 130. so 157. two 184. vyear
23. between 50. go 77, like 104. off 131. some 158. under 185. you
24. both 51. good 78. line 105. old 132. something 159. up 186. your
25, but 52, great 79. little 106. on 133. sound 160. us 187. was
26. by 53. had 80. long 107. one 134, still 161, use
27. came 54. has 81. ook 108. only 135. such 162. very B




The 3rd and 4th 100 Words

Y
L T

e
sy

12,
13.
14.
15.
16.
17.
18.
19.
20.
21.
22,
23.
24,
25.
26.
27,

able
above
across
add
against
ago
almost
among
animal
answer
hecame
hecome
began
behind
being
betler
black
best
body
bhook
boy
brought
call
cannot
car
certain
change

28.
29,
30.
31.
32,
33.
34,
35.
36.
37.
38.
38.
40.
41.
42.
43.
44.
45.
46,
47.
438.
48,
50.
51.
52.
53.
54.

children
city
close
cold
country
course
cut
didn't
dog
done
door
draw
during
early
earth
eat
enaugh
ever
example
eye
face
family
far
father
feel
feet
fire

55,
56.
57,
58.
59.
60.
61.
62.
53.
64,
65,
66,
67.
68.
69.
70.
71.
72.
73.
74.
75.
76.
77.
78,
79.
80.
81,

fish
five
food
form
four
front
gave
given
got
green
ground
group
grow
half
hand
hard
heard
high
himself
however
i

I'm
idea
important
inside
John
keep

82.
83.
B4,
85.
86.
87.
88.
89.
90.
91.
92.
93.
94,
95,
96.
97.
a8,
99,
100.
101.
102.
103.
104.
105.
106.
107.
108.

kind
knew
Known
tand
later
learn
et
letter
life
light
live
living
making
mean
means
money
morning
mother
move
Mrs.
near
night
nothing
once
open
order
page

109.
110.
111,
112.
113.
114.
115.
116.
117,
118.
1189.
120.
121.
122.
123.
124.
125.
126.
127.
128.
129.
130.
131,
132.
133.
134,
135.

paper
parts
perhaps
picture
play
point
ready
red
remember
rest
room
run
school
sea
second
seen
sentence
several
short
shown
since
six

slide
sometime
50011
space
States

136.
137.
138.
139.
140,
141.
142,
143,
144.
145,
146.
147.
148.
149,
150.
151.
152.
153.
154.
155.
156,
157.
158.
59.
160.

story
sun
sure
table
though
today
told
took
top
toward
tree
try

turn
United
until
upon
using
usually
white
whole
wind
without
yes
yet
young

http://www.paulnoil.com/China/Teach/words-01-02-hundred.htm!




Synonyms



Synonyms

absent - away, gone dish - plate

spy - see, look, sneak tiny - little, small

large - big, huge, gigantic carpet - rug, mat

peaceful - calm, quiet forest - trees, woods

tired - sleep, weary package - bundle

crooked - uneven shake - quiver, téembie
sofa - couch wicked — bad, mean, nasty
beautiful - pretty cold - chilly

change - aiter afraid - scared, fearful
make-believe - pretend sad ~ down, depressed

(1973). Manual of diagnostic Tests and Activities: Reading, K - 3)
Cambridge, Ma: Edco Reading and Learning Center.



joyful - happy
keep ~ hold
little - tiny
lively - merry
angry — cross
mighty - powerful
mild — gentle
moeist - damp
neat - ciean
odd - strange
farge - huge

lift - raise

pale - dim

hop - jump

fast — quick
finish - end
happy - gay
sleep - slumber
il - sick

bundle - package
flower — bloom
pull -~ drag

Synonyms

cruel - unkind
wet — damp

dubl - dim
drop ~ fall
father - dad
circle - ring
bowl - dish
bottom — base
tear - rip

cord - string
cover ~ lid
painful - sore
noise - sound
gueer ~ odd
rapid — swift
seek - hunt
steal - rob

stiff - hard
snug - cozy
dirty — soiled
peep — look
dirty - soiled

{1973). Manual of diagnostic Tests and Activities; Reading, 4 - 6
Cambridge, Ma: Edco Reading and Learning Center.



BASIC COMPUTER TERMS



Basic Compufter Terms

Bookmarks - A filing system buiit into the browser that aliows the user
to keep a list of favorite web sites.

Browser (Netscape Navigator or Internet Explorer) - software program
that allows you to explore, view and hear content on the WWW. Web
browsers allow you to easily access and view pictures, movies, text,
animation and sound.

CD-ROMS - Like a floppy drive, only not floppy.... it's more rigid. A cd-
rom can contain a lot more information than a floppy disk.

CD-ROM Drive The part of the computer where cd-roms are inserted.

Desktop - The backdrop that all other windows are displayed on. On it
are icons which represent files. These files can be folders, documents,
graphics, programs, shortcuts or printers. The two most common icons
are My Computer, and Recycie Bin.

My Computer - An icon found on the Desktop which allows you to view
files easily.

Recycle Bin - Where your deleted items end up.

Start Button - Found in lower left corner of the screen. The Start
Button can be used to find programs or files, get help, change settings,
etc.

Floppy Disk - Small disk that holds information. The most common size
is 3.5".

Fioppy Drive - The part of the computer where floppy disks are inserted
{also referred to as the "A" Drive).

Hard Drive - Where computer information and programs are stored
inside a computer. The hard drive is also referred to as the "CYoor TR
Drive.

Hardware - Term used for the physical components of a computer.



HomePage - 1) What you see when you first open your web browser;
2) The first document of a web site

Internet - Millions of interconnected computers worldwide that allow
people to find and use information and communicate with others.

Internet Service Provider (ISP) - A company that provides Internet
access. Popular local providers are AOL and Earthlink, Stratos and

CoreComm,.

Keyboard - What you type on.

Monitor - The screen you lock at... looks like a TV.

Mouse - Device used to move the pointer around on the screen

Pointer - The arrow that moves around on the screen. When the arrow
passes over a link, it changes to a hand. 1f you click on the link, you
will see an hourglass which means the data is being sent to your
computer.

Point - Roll the mouse so that the tip of the peinter is touching on a
specific area or command.

Click - Press the mouse button once
Double-Click - Press the mouse button twice in rapid succession

Click and Drag - Point to an object, click and hold the left mouse
button, and then move (drag) the object to another focation.

Windows 95, 98, or NT - An operating system, or program, that makes
computers easier to use. Windows uses graphic images, or icons, in
place of complicated commands. This allows you to run programs and
perform tasks by "clicking” on the icons.

World Wide Web (WWW) - One part of the Internet... it contains graphics
and links (to jump from one page to ancther)

http:/fwww.heightslibrary.org!basic.php



COMPUTER SKILLS ASSESSMENT



‘Computer Skills

Turn onloff computer,
.monitor, printer

Use a mouse

| This is
. lcan't | |
g | . do this hard for |
YES NO atall |

very

me |

but not as
well as |

would like

f can do this,"

lcan do

. this well
enough

iNotes?

Use 2 keyboard

Recogmze floppy & CD RM

]dlsks

Knows meaning of
thourglass

isoftware program_

4Open a desktop (icon”jw

1Open a program using
;START menu

navigate menus

Z‘!Name basic computer
'system parts

Use a software program and |

. Successfu!iy Exit a program :
i Use typmg tutor to increase :

_typmg speed and accuracy

f,Advanced Computer
(Skills

iMinimize/maximize open ; :

iprograms

‘Select approprlate software

'gfor a task

' Understand the dlfference
between a program and a
do_cument

Use help scre‘or;;i“n
: software programs

Add a graphtc to a

document

http:/'www-tcall.tamu.edu/archives/COMPASSM.HTM



: ‘ e F ‘Lcandothis, SIS .
TCom uter Skills j © lcan't: very | butnotas | icando

P do this Ihard for . wellas| | this well :
i (YES NO| atall - me | wouldlike enough Notes
_ste "Savé'as” R R e,

.Wmdows 95

Create file for personal work

Mmsmtzeimax:mlze open
_programs

-Use Start Menu R e e e B e

;Change drives, from hard to &
fioppy to CD-ROM drive | . :
Internet Skills
Use Netscape-Book or
AOL-Favorite Places to get
idesired information

z.Recogmze aURL

:Type a URL in the OPEﬂ BOX_

.‘Use Back and Forward
;commands

iLocate and click on Links on 55 i
_'a Web page 1 P *

‘Use a search index fike Yahoo
:to do a simple search for
information

E;Scrolt through "hits" and _‘ P _
search D T I i

Prmt a Web page

Use net cards with a tutor to i o
wfmd a Web page and complete :
a pro;ect _ I

http://www-tcall.tamu.edu/archives/ COMPASSM.HTM



_gComputer Skills

ITutor Training or
{Computer class

" do this

x

lcan't |

Th1s is |
very | lcando this,

hard for . but not as weii '
as k woutd llke

| can do
this well

~enough Not

YESNO |

[Demonstrate net cards at .

i{Use net cards
zmdependently to find a
Web site and complete a
: pro;ect

: Has a personat e- ma;l
saccount with login, name,
r;password

1Can Eogln to check
.Epersonai e-mail

Ito a friend, co-worker,
keypai or tutor

iSend e-mail to more than

one person

Get and read new e- maul B

_Wnte and Send a message i R

;Respond to e -mail rece:ved

-Ex:t e- mall program

Mamtam e-mail account by

savmg and deleting
Imessages

Notes,

http://www-tcall.tamu.edu/archives/COMPASSM.HTM



| { ' * lcando :

| ~ ‘lcan't Thisis | this, but | a
Computer Skills . i | do . very notaswell lcando |

: j 'this at. hard ' as | would ©; this well _
‘ ' P like . enough ‘Notes

IES_C?_T_‘_A _ph‘?_fQQr_ail;gwm -

‘Use programs like Print Shop, i
Crossword Creator or cooking i
Light and be able to create cards, | A
calendars, shopping lists or ‘i
ipuzzies and print them out

Word Processing Skills

[Create/save a new document |

[Openiclose a document

|Uses drop down menus

{Uses undolredo functions

ICan move insertion point using : _ _
mouselarrowkeys

:jréarrect errors using
|backspace/delete keys

,Cutand paste

(Change font/font sizelcolor

é#érmat text (l;hold, italicize, ";:g
.underline, justify) | P

Set margins L
{Use Spell Check

Print document

hitp:/lwww-tcall.tamu.edu/archives/ COMPASIM.HTM



LITERACY

WEBSITES



Literacy Websites

Reading Comprehension
hitp://wilearns. state .wi.us/apps/default asp?cid=19%
Wisconsin Literacy and Reading Network Source

Leveled Books Database

hitp://registration.beavton.k12 or us/lbdb/

This interactive database allows you to search for books that have been
leveled using either the Reading Recovery or Guided Reading methodologies.

Free On Line Books
http://onlinebooks.library.upenn.edu/

Using News to Increase Vocabulary and Other Ways of Using U.5. News
touse/buildvoc html

................. mpemmmpes ~eten Jrimve

1. -4t Fea]
ATTR:// WWW . USHEWSCIGSST oo . COM/ WaYS

National Institute for Literacy
hitp://www . nifl gov/nifl/partnershipforreading/explore/vocabulary. html

Dolch Phrases . _
http://www .createdbyteachers.com/dolchphrases. html

Fry's Instant Words
hitp://connwww.iub.ora/cvelem/RR/Fry Wards html

Inferences
http://www.springfield k12 il .us/resources/languagearts/readingwriting/readinfer htmi

Merriam-Webster Dictionary on Line
http://www.m-w.com/

Web Resources for Reading
http://www. dpi.state.wi us/dpi/disis/cal/caltrer. html

Six Effective Comprehension Strategies
http://wilearns state .wi.us/apps/default. asp?cid=24




Instructional Strategies
hitp://enrollmentoptions.sandi.net/readingstrateqgies. himl

Adult Education Literacy
http://www literacy uconn.edu/adithome . hitm

Literacy Links
http://www-tcall.tamu.edu/newsletr/dec96 htm

Good Practice Strategies
A Review of Effective Practices in Adult Education and Literacy Classrooms
http://www-tcall.tamu.edu/newsletr/dec96 _hitm#free

It is usually harder to read words on fists than in stories. Word
identification should never be used as the only estimate of reading level.

Assessing Comprehension
http://wilearns state wi.us/apps/default.asp?cid=95

Adult Learners with Learning Disabilities
httn://wilearns.state.wi.us/apps/default.asp?cid=663

List of Teaching Learning Activities
Rttp://wilearns state wi.us/apps/default.asp?cid=18

Visual Literacy _
http://wilearns.state wi.us/apps/default.asp?cid=131

Compound Words
http://www. janbrett com/piagybacks/compound.htm




WMore Literacy Websites

Rhyming Dictionary
Over 15, 000 words.

http:/fshop.schoiastic.com!wehapplwcs!stores;’sewletlSiGCata!ogﬁearch

Mavis Beacon Typing
http:;’/www.hroderbund.com/SubCategory.asp?C!D=249

Keyboarding: Rules and Tools
http:l!www.crews.orglcurrécuium/exfcompsci/keyboarding/questiﬂns.htm

Wisconsin Literacy Education and Reading Network Source
There are various word lists at this site: Most Useful Family Word Patterns
http:f/www.wilearns.com/apps/defauit.as;}?ap=2&Mode*—-‘OneWordLEst&Word:B
Most Useful Word Family Words
http:ffwww.wileams.ccm[appsfl‘)efau!t.asp?cid=522

English

http:/iwww.paulno!l.com/(zhina/Teach/Engiish-teaching-materia!s.htm&

Contractions
http://www.mcwdn.orgicontract!contract.html
On line Quiz

Synonyms
http://www.manatee. k1 2.fl.us/sites/elementary/palmasola/synt.htm
On line practice

Basic Computer Terms
http:/www.heightslibrary.org/basic.php

Lists*Vocabulary
http://itesij.org/links/ESLNocabulary/Lists/

Handy Word Lists

http:ffdiciionary-thesaurus.com/Wordﬁsts.htmi

Fry Frequently Used Word List
http:liwww.soionschoois,com/ARTiArchive‘i999/FryWordList/fry.htm#



Y mployment rates for people with dis-
abilities are shockingly low. According
fto data from the 1995 Current
Population Survey (CPS), of the 16.9 million
working-age Americans with health conditions
or impairments that limit their ability to work,
12.1 million, or 72.2%, do not have jobs. For
this group, employment would be the most
direct route to greater social integration and
fuller participation in mainstream life. Equaliy

important is its potential as a path out of pover-
ty for the 5.1 million—30% of the 16.9 million
with work disabilitics—who live below the
poverty line.

A steady income is of critical impaortance,
but it is only one of the many advantages of
employment. A decent job can enhance sclf-
worth, provide educational opportunities and
skilis training, give one’s iife structure and pur-
pose, increase social contacts, and offer impor-
tant fringe benefits such as health insurance,
retirement pensions, travel opportunities, and
paid vacation time. Lack of employment can
lead to poverty, stagnation, loss of self-esteern,
and isolation.

In the past, employment for people with
certain disabilities often meant so-called shei-
tered employment—repetitive, often unskilled
labor performed for low wages in a segregated
environment, usuaily overseen by non-disabled
supervisors. People with visual impairments
might work at phone banks setting light buibs,
or those with mental retardation might be paid a
few cents for each broom they assembled.
These practices often exploited workers with
disabilities, giving them few of the benefits of
mainstream, compelitive employment, such as
financial independence and greater integration
nto society, Instead of marginalization and
exploitation, people with disabilities want,
need, and deserve equality and greater opportu-
nity in the employment arena,

Employment Statistics

Lack of opportunity prevents many people
with disabilities from working. The wvast
majority—67.9%—of those with work dis-
abilities are not even in the labor force, mean-
ing that they are neither working nor actively
iooking for work. Of those in the labor force,



DISABILITY WATCH

Employment rates of people with functional limitations

Climbing stairs w/o resting
Walking 3 city blocks
Lifting & carrying 10 ibs
Having speech understood

Seeing words and letters

| LT

Unable
B8 Has difficulty

Hearing conversation

. ) !
T

S vNian Wiiuuaia Wtk SHSESNS NV =
0 10 20 30 40 80 80 0 BZ 90 100

Percent working

Sabree: 1954- 95 Survey of Income and Program Participation

the unemployment rate of 13.4% is more than
twice that for people without disabilities. A
significant proportion of those with work dis-
ability say they are able to work, but are limit-
ed 1n the kind of jobs they can perform or in
the length of their workday or workweek. The
1995 Current Population Survey classifies 6.5
million working-age Americans as limited but
not prevented from working by their disability,
of whom 2.5 miliion, or 38%, do not
have jobs.

Employment rates vary greatly according
to the nature and severity of the disability,
According to 1994-95 data from the Survey
of Income and Program Participation (SIPP),
people with mobility impairments are the
group least likely to be employed (roughly
three-quarters do not have jobs), followed
by blind people and those with mental
retardation:

» only 22.0% of working-age wheelchair
users and 27.5% of cane, crutch, or
walker users are employed;

= only 25.5% of people unable to climb
stairs, 22.5% of those unable to walk
three city blocks, and 27.0% of those

24

unable to 1ift and carry 10 pounds
have jobs;

+ 30.8% percent of blind people
{“unable to see words or letters™)
work, while 43,7% of those with
visual impairment arc employed;

+ only 35.1% of those with mental

retardation have jobs;
» among those with mental or
emotional disorders or impairments,
41.3% are employed;

* 64.4% of working-age adults with
hearing impairments hold jobs,
while 59.7% of those “unable to
hear normal conversation” are
employed.

People with disabilities want to work. In a
1994 Harris poil, 79% of those without jobs
said that they would prefer to be working.
Within that group, 42% believed that they
would be able to work if a suitable job could
be found. Thus, people with disabilities have
a strong work ethic, one that would propel a
substantial number of them into the labor
force if the right conditions were met-—if
they were offered decent jobs compatible



with their abilities and if barriers to employ-
ment were removed.

Although the Americans with Disabilities
Act prohibits employers from discriminating on
the basis of disability, data from four surveys
fail to provide conclusive evidence of improve-
ment in the employment status of people with
disabilities:

* Data from the Survey of Income and
Program Participation indicate that
32.2% of people considered to have
severe functional limitations had jobs in
late 1994, compared to 27.6% in late
1991. This increase is statistically signif-
icant. On the other hand, among people
with any degree of functional limitation,
the employment rate remained flat
(48.6% in both 1991 and 1994).

]
-

pioyment

The employment rate for people with
work limitation has also remained flat,
as measured by the Current Population
Survey: 27.8% of people with work
disabilities had jobs in early 1995,
compared to 29.0% in 1991 and 1993.
The labor force participation rate has
not changed significantly for people
with any activity limitation, according
to the National Health Interview
Survey: The proportion of people
either working or actively looking for
work was 52.6% in 1990, 51.9% in
1992, and 51.8% in 1994,

Harris poll respondents with any disabil-
ity reported a 33% employment rate in
1986 compared to 31% in 1994—the
difference is not statistically significant.

Employment trends among people with disabitilties, 1840--95
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Supported
Employment

Supported employment is an innava-
tive-approach to providitig integrated
employment for peapie with-certain dis-
abilities, in particular mental retardation,
developmental disabilities, and mental ill-
ness. These groups have traditionally
been shunted inlo so-called sheltered
workplaces, in which make-work or piece-
worl: activities are performed- for little or
no pay, and from-which very few partici-

. pants ever graduateto competitive work.

‘n-contrast, supported employment is a
form.of assisted, competitive employ-
ment, in which on-the-job and other
assistance is provided to workers who
would otherwise not be abie to take on
mainstream jobs. Supported employment
programs have enabled 105,000 pecple
with severe disabilities to join the labor
force, receiving real pay for real work,

Traditional vocational rehabilitation-pro-
grams provide pre-employment fraining
and joh placement. [n supporied employ-
ment, howaver, “job coaches” go to the
workplace to provide exira {rainirig and
supervision to workers with disabilities,

-especially during the initial employment

period, as well as to consult with employ-
ers and co-werkers about problems that
may develop. In additioh, co-workers with
and withou! disabilities can be enlisted to
help reinforce skills, procedures, and
scheduies. People with disabiiities either
work singly with nonidisabled co-workers
or with ofhers with:simiiar disabilities in-
integrated settings.

Work is fully compensated at a regular
wage, including the full benefits received
by any other worker. One study indicated
that 70% of supported employment work-
ers af all levels of mental retardation
retained their jobs for at Jeast a year and
that roughly 75% engaged in significant
inferactions with non-disabled co-workers,

26

It i3 too early to tell whether the ADA will
uitimately succeed in increasing job opportuni-
ties. Its final employment provisions went into
effect as recently as 1994, extending the anii-
discrimination provisions to smaller companies
of between 15 and 25 employees. Sociai change
takes time, and job availability is influenced by
economic factors unrelated to disability.

Furthermore, the statistics based on activi-
ty or work limitation should be interpreted
with caution, since these measures may not be
appropriate for detecting improvements in the
employment situation of people with disabil:-
ties. A person who finds herself suitabiy
employed, due to a job accommodation, may
stop considering herself as limited in her
ability to work, thus dropping out of the
statistics entirely.

Barriers to bmployment

People with disabilities face many barriers
to employment. Principal among them is
employer attitudes, cited by 40% of Harris poll
respondents who were not fully employed.
Employers often have the misguided notion that
a person with a disability cannot handie a regu-
lar job or will often be absent from work, or that
job accommedations will be teo costly. People
with mental impairments are particularly vic-
timized by discrimination, despite studies indi-
cating high rates of satisfaction among employ-
ers who have hired such workers, at little or no
cost in terms of accommodation. Those with
other “hidden” disabilities aiso encounter espe-
cially severe biases.

Physical barriers also limit access to jobs:
Without accessible transportation, a person with
a disability may not be able to get to and from
work. Architectural barriers, such as stairs,
curbs, or narrow entryways, can prevent a



wheelchair user from leaving the house or
entering a workplace. Obstacles in the work
environment--—desks at the wrong height, tele-
phone receivers without amplification, inacces-
sible restrooms—can make it impossible to
accept or remain at a icb, in the absence of
employer accommodations.

A comparatively low level of “human capi-
tal” can also limit job opportunities. In some
cases, people with disabilities iack the educa-

tion, skills, and experience that would make .

them fully competitive. People with disabilities
often have less education and training than the
average worker;

* while only 17.6% of non-disabled
Americans lack a high school diploma,
according to the 1992 National Health
Interview Survey, the figure for people
with disabilities is 33.3%;

» 34.5% of Americans without disabilities
have college degrees, compared to only
9.6% of those with work disabilities;

* in the "94 Harris survey, 32% of people
with disabiiities cited lack of skills,
education, or training as a reason they
did not have full-time work.

Skills and training arc often obtained on
the job. Thus, people with limited employment
histories often suffer by comparison to other
workers who have held jobs throughout their
adult hves.

Societal attitudes can be as much of an
obstacle as any physical barrier, Public percep-
tion often equates disability with helplessness,
and therefore inability to eamn a living in a com-
petitive environment. People with disabilities
may not look for work because they do not
believe they can overcome the barriers they
face. They may not consider upgrading their
skill levels, using technology to overcome
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obstacles to their functioning at a job, or
demanding accommodations from employers.
Or they may be cautious, reluctant to risk losing
benefits by entering an uncertain labor market.
Some 31% of Harris poll respondents men-
tioned benefits or health insurance as reasons
for not seeking employment.

The income Gap

Employment is crucial in keeping people
with disabilities out of poverty. Among work-
ing-age peopic with disabilities who do not
work, 39.7% live in poverty, according to the
1995 Current Population Survey (CPS), com-
pared to 15.1% of those who work at least some
of the time.

But even among those who do work, dis-
crimination and other factors keep income lev-
els of people with disabilities well below those
of workers without disabilities. In 1993, men
with disabilities eamned on average only 72.1%
of the amount non-disabled men earned annual-
ly, according to the Survey of Income and
Program Participation (SIPP}; women with dis-
abilitics made 72.6% as much as those without
disabilities.

Although part of this gap is due to the
greater rate of part-time employment among
people with disabilities, income and poverty
statistics show that even full-time work does not
guarantee a living wage for people with disabil-
ities, Considering people working full time dur-
ing the entire year,

= the poverty rate of 4.6% among work-

ers with disabilities is 60% greater than
that of their non-disabled counterparts,
according to data from the CPS;

» median monthly income for men with

work disabilities averaged $1,880 in
1995, according to the SIPP—20% less
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than the $2,356 earned by their coun-
terparts without disabilities;

» women with disabilities earned $1,511
monthiy, or 13% less than the $1,737
figure for non-disabled women.

Job discrimination is at least partly to
blame for the income disparity. In the 1994
Harris poll, 30% of working-age people with
disabilities said they had encountered job dis-
crimination directly related to their disability.
Of those respondents who experienced dis-
crimination, 63% had been refused a job, 29%
had been denied a promotion, 33% had been

28

given less responsibility than their co-workers,
and 22% were paid less than co-workers doing
similar work.

Naticnal statistics, both from the Harris poll
and the SIPP, indicate that peopte with disabili-
ties are underrepresented in executive and man-
agement positions and among business propri-
etors and overrepresented among unskilled
workers and in the craft trades. Coupled with
the reports of denied promotions, the dearth of
people with disabilitics in higher-paying posi-
tions may imply that a glass ceiling is prevent-
ing advancement to better jobs.



The income gap has only worsened during
the past decade. According to data from the
SIPP, men with work disabilities who had
steady, full-time jobs earned 85% of the amount
their non-disabled counterparts earned in 1984,
compared to only 80% today. Poverty rates
show a similar fack of improvement, according
to the CPS: 14.8% of werking people with
work disabtlities lived in poverty in 1989, com-
pared to 15.1% in 1994; and 28.9% of a!l peo-
ple with work disabilities lived in poverty in
1989, compared to 30,.0% in 1994,

Workplace Accommaodations:
Inexpensive and Effective

A major goal of the ADA is to enable more
people with disabilities to succeed in the labor
force. Employers must provide “reasonable
accommodations” to employees and job appli-
cants who have disabilities, so long as these
accommodations do net impose an “undue bur-
den” on the employer. Despite the misconcep-
tion that the cost of job accommodations is
high, the facts indicate the opposite: The Job
Accommodation Network (JAN), an informa-
tion service sponsored by the President’s
Committee on Employment of People with
Disabilities, reports that the cost of accommo-
dations is typically very low, around $200 per
employee with a disability. A recent Annenberg
study of job accommodations made by Sears,
Roebuck and Co. nationally found an even
lower typical cost of less than $50.

Of the accommodations JAN recommends,
many {17%}) require no expenditure whatsoev-
er. Such accommedations might include re-
arranging an office to provide more maneuver-
ing room, allowing a technician to sit for part
of his work day, giving a job applicant with a
learning disability extra time to take a test, or

- VN vy ' 3
ol Yy meny

providing a reserved parking space to an
employee with & mobility impairment. In the
Sears study, a majority {69%) of accommoda-
tions incurred mo direct cost, generally invelv.
ing changes to work rules or schedules, job
reassignmernts, or enhanced training or supet-
vision.

In addition to the 17% that cost nothing, a
further 52% of JAN's recommended job accom-
modations cost employers less than $500.
Examples include purchasing wrist pads for a
computer user with repetitive stress injury, a
phone amptlifier for a hearing impaired employ-
ee, an ergonomic chair for a back problem, or a
special computer screen for someone with a
visual impaimment. An employer might hire a
sign language interpreter for a training session,
install soundproofing to enable a worker with a
brain injury to concentrate, or install a railing in
the restroom.

The level of empicyer satisfaction with such
job accomodations is siriking. JAN's numbers
reveal that 82% of employers found the accom-
modations they made to be “extremely effec-
tive” or “very effective”” More than half (33%)
reported that they had been able o hire or retain
a skilled employee, with the accommodation
resulting in improved productivity. Many
reported that the modifications they’d made had
saved them the trouble and expense of hiring
and training someone new. In general, employ-
ers reported substantial financial benefit as a
consequence of small investments of time
and/or meney in accommadating workers with
disabilities. At Sears, for example, administra-
tive costs of replacing an employee average
around 32000, a figure much greater than their
typical accommodation costs.

Results from a 1995 Harris poll of employ-
ers confirm the low cost and high employer
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satisfaction associated with reasonable
accommodations:

= While 81% of employers have made
accommodations for workers with
disabilities {up from 5i% in 1986),
only 27% say that it costs more to
employ a person with a disability
than one without,

* Fully 82% say that the ADA “is worth
the cost of implementation,” and 80%
report that the cost of accommodating
people with disabilities has increased
“a little or not at all” since passage of
the ADA,

* A large majority (66%) also report that
the amount of litigation has not
increased as a result of the ADA.
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Assistive Technology as a
Gateway to Employment

Just as wheelchairs allow users to overcome
mobility limitations, assistive technology can
serve as a gateway to employment for people
with certain types of disabilities. Efectronic
innovations, in particular, can help people with
sensory and other impairments to perform tasks
otherwise beyond their capabilities. In the *94
Harris Poll, 26% of respondents said that they
would need special equipment or technology to
perform the kinds of jobs they preferred.

Assistive technology has proved successful
in accommodating jobs for people with disabii-
ities. For example, a set of telecommunications
devices for the deaf (TDDs) enables g deaf bank
teller to comumunicate with customers by typ-
ing, a Braille printer allows a blind radio



announcer fo read the news off the wire service,
a tape recorder provides task reminders to an
office worker with a mental disorder, and a
computer program helps a programmer with a
leaming disability to communicate more clear-
ly in writing. In an advanced use of assistive
technology, people with cerebral palsy and
other conditions that severely limit both speech
and mobility can communicate effectively
through a device called a “liberator,” which
combines an innovative keyboard, a computer,
and a speech synthesizer. Although these
devices may be more expensive than typical job
accommodations, their cost s not prohibitive
for most employers, and the benefits of employ-
ing the person with the disability generally out-
weigh the expense,

In the absence of government subsidies,
people with disabiiities may not be able to
afford such equipment for home use, thus pre-
venting them from gaining skills that might
make them more competitive in the job market.
Harris poll data indicate that, despite the ubiq-
uitousness of computer technology in the gen-
eral population, it is not always availabie to
people with disabilities, Only about 1/4 of 1%
mentioned using a personal computer as “‘spe-
cial equipment or technology,” and although
10% said they needed a computer, a screen
enlarger, special keyboard or input device,
speech synthesizer, or voice recognition soft-
ware in order to perform their preferred job,
only 1.3% actualiy owned such equipment.

Conclusions

Despite the equal opportunity provisions
of the ADA, the evidence for increased
employment rates for people with disabilities
is not yet convincing. Because having a job
can not only provide an escape from poverty
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Key Points

+  Alarge majonty—72.2%—of working-
age Americans with work. disabilities do
not-have:jobs. Nearly a third {30%) live
i poverty.

»  The unemployment rate for people with  §
disabilities, 13.4%, is more than twice
that of those without disabilities.

+  People:with mobility impairments, blind-
E ness, and-mental retardation are the
least fikely to have jobs, Those with
heafing iMpairments are the most tikely
1o be working. .

* Adarge majority (79%) of people with
' disabilities. who are not employed would
rather be working. Of these, 42% say
they would be able to work i a suitable
job could be found.

"« Thelow employment rate for people with
disabiiities has not gone up substantially
since the passage of the ADA.

+  Employer attitudes are a principal barri-
er faced by people with disabilities who
are looking for work: 30% of working-

-dge people with disgbilities have
encountered job discrimination.

s - Lowilevels of "human capital™—educa-
tion, skilis, and experience—often make
finding & job difficult for people with dis- 1
-abiiities. - '

*  Working people with disabilities earn
‘substaritially less than their non-dis-
abied counterparts—roughly 72 cents to |
the doilar. '

+  Workplace accommodations for people
with disabilities are effective and inex-
pensive, averaging around $200 per
employee,

= Although assistive technology could
improve the employability of many peo-
ple with disabilities, greater access 1o
such equipment is needed. ‘
|

= Vocational rehabilitation can be effec-
i five, but it is not widely available.
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and dependency, but also lead to 2 fuller life
and a greater integration into saciety, increas-
ing job opportunities should remain a major
focus of disability policy. Employing people
with disabilities is beneficial not only to those
who get jobs, but to employers and to society
at large.

Discrimination must be addressed through
employer education and more rigorous
enforcement of the law. Employers need to be
better educated about the capabilities of work-
ers who have disabilities, about the efficacy
and low cost of job accommodations, and
about the high level of satisfaction among
those employers who have made efforts to hire
and retain workers with disabilities. More
training and support is also needed to help
employers who are unfamiliar with the needs
of workers with disabilities or whe lack the
resources {o make their work environment
more hospitable. In addition, better enforce-
ment of anti-discrimination provisions of the
ADA is needed, in order to convey a clear
message that people with disabilities have a
right to fair treatment in the workplace.
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Public policy also must change to promote
employment instead of dependency. The U.S.
government currently spends forty times as
much on cash benelits for people with disabil-
ities as it does on enabling them to work.
Government funded vocational rehabilitation
programs have a success rate of 43 to 63%,
depending on the disability, in placing clients
in competitive, full-time employment, but only
10% of new 5SI and SSDI beneficiaries are
offered such services. People with disabilities
must be afforded greater access to vocational
rehabilitation, job piacement, and supported
employment programs,

Our society must invest in improving the
“human capital”—education, skills, job experi-
ence—of people with disabilities in order to
make them fully competitive, FEducation and
skiils can greatly enhance a person’s job
prospects, but people with disabilities frequent-
iy lack the training and experience necessary to
acquire a decent job. Past discrimination is
often at the root of such deficiencies, which
must be compensated for by educational and
training programs to improve job opportunities.



Myith:

Fact:

Myth:

Employment

lyths and Facts

People with disabilities do not have jobs because their disability prevents them

[from working.

Many people with disabifities (31%) do work, and many more {at least an
additional 23%) could work if offered suitable jobs.

People who are blind or deaf, or who have cerebral palsy, quadriplegia, or

other severe disabilities, cannot be employed in ordinary jobs.

Fact:

Myth:

Fact:

Myth:

Fact:

Myth:

Fact:

A blind programmer can use a computer equipped with a speech synthesizer.
A deal bank feller can communicate with eustomers using a telecommuni-
cations device. A person with cerebral palsy can get around on the job using
a motorized wheelchair, and communicate with co-workers using a special
kKeyboard and synthesizer device. Many functional limitations can be over-
come through creative use of fechnology.

People with mental retardation and other mental impairments can’t hold
steady jobs.

Many people with mental impairments do work. Supported emplovinent
helps people with mental retardation held regular, full-time, paid jobs.

Peaple with disabilities can get government handouts, and so they don’t want to
work.

Some 79% of people with disabilities who do not work say that they
would rather be working.

The ADA has meant equal employment for people with disabilities.

The national employment rate for people with disabilities remains low, even
after the implementation of the ADA,
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Data Sources

Employment and poverty rates from the 1994 and 1995 Current Population Surveys are derived from unpub-
lished tabulations provided by John M. McNeil, U.S. Bureau of the Census. Employment rates from the 1990-93
Current Population Surveys come from the Poverty in the United States series of reports published by the U.S.
Bureau of the Census.

Employment rates and monthly earings figures from the Survey of Income and Program Participation come
from unpublished tabulations provided by John M. MeNeil, U.S. Bureau of the Census.

Labor force rates from the National Health Interview Survey are derived from an analysis in: Trupin, L,
Sebesta, D, S, Yelin, E., & LaPlante, M.P. (1997) Trends in Labor Force Participation Among Persons with

" Dusabilities, 1983—1994 (Disability Statistics Report 10): U.S. Department of Education, Naticnal Institute on

Disability and Rehabilitation Research.

All statistics from the 1994 and 1986 Harris polls come from: Leitman, R., Cooner, E,, & Risher, P. (1594).
N.Q.D/Harris Survey of Americans with Disabilities (942003} Louis Harris and Associates, inc,, N.O.D,

Data on ecducational aftainment from the [992 National Health Interview Survey come from; LaPlante, M. P, &
Carlson, D. {1596}, Disability in the United States: Prevalence and causes, 1992 {Disability Statistics Report 7).
U.S. Department of Education, National Institute on Disability and Rehabilitation Research.

Data from the Job Accommodation Network come from JAN's 1995 report to Congress and other documents
avaiiable on the Worldwide Web at hitp://janweb.icdi wvu.edu/enghish/homeus htin .

The Annenberg study of job accommodations at Sears is described in: - Blanck, P. D. (1996). Communicating
the Americans with Disabilities Act: Transcending Compliance: 1996 Follow-up Report on Sears, Roebuck and Co..
Annenberg Washington Program, Communications Policy Studies, Northwestern University.,

The 1995 Harris poll of employers is docwmented in: Harris, L. (1995). The N.O.D./Harris Survey on
Employment of People with Disabilities (951401): Louis Harris and Associates, Inc, N.O.D. .

Statistics on vocational rehabilitation come from: LaPlante, M. P, Kennedy. I, Kaye, H. 5., & Wenger, B. L.
(1996). Disability and Employmen: (Disability Statistics Abstract 11): U.S. Department of Education, National
Institute on Disability and Rehabilitation Research.

Data on supported employment come from the Rehabilitation Rescarch and Training Center on Supporied
Employment, Virginia Commonwealth University. Supported employment outcomes are documentad i Kregel, 1
(1995), Personal and functional characteristics of supported employment participants with severe mental retardation.
Journal of Vocational Rehabilitation, 5, 221-231,
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